Northern Illinois University

Huskie Commons
Graduate Research Theses & Dissertations

Graduate Research & Artistry

2017

The development of a new comprehensive measure of school
climate and associations with school leadership
Christopher J. Maier

Follow this and additional works at: https://huskiecommons.lib.niu.edu/allgraduate-thesesdissertations

Recommended Citation
Maier, Christopher J., "The development of a new comprehensive measure of school climate and
associations with school leadership" (2017). Graduate Research Theses & Dissertations. 5422.
https://huskiecommons.lib.niu.edu/allgraduate-thesesdissertations/5422

This Dissertation/Thesis is brought to you for free and open access by the Graduate Research & Artistry at Huskie
Commons. It has been accepted for inclusion in Graduate Research Theses & Dissertations by an authorized
administrator of Huskie Commons. For more information, please contact jschumacher@niu.edu.

ABSTRACT
THE DEVELOPMENT OF A NEW COMPREHENSIVE MEASURE
OF SCHOOL CLIMATE AND ASSOCIATIONS
WITH SCHOOL LEADERSHIP
Christopher J. Maier, EdD
Department of Leadership, Educational Psychology, and Foundations
Northern Illinois University, December 2017
Dr. Kelly Summers, Dr. Stephen Tonks, Co-Directors
A positive school climate has been related to increase in student achievement,
teacher satisfaction, and teacher retention. One of the most influential aspects of
developing a positive school climate hinges on principal leadership style. The
Development of a New Comprehensive Measure of School Climate assesses six key
areas related to school climate and how principal leadership impacts teacher satisfaction.
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CHAPTER ONE

OVERVIEW OF THE STUDY

Introduction
Schools throughout the country are feeling pressure to achieve more with less,
and Illinois is no exception. As part of this pressure, school districts and state boards of
education are using different metrics to determine what makes a school leader effective.
One of the most significant influences on teaching and learning is a leader’s ability to
create a safe and supportive school climate (Price, 2012).
The Illinois State Board of Education, under the supervision of the
Comprehensive System of Learning Supports, contends that every school in Illinois will
offer a safe and healthy learning environment for all students. Within those conditions, a
safe, caring, participatory, and responsive school climate is called for (Comprehensive
System of Learning Supports, n.d.).
School climate is often confused with school culture. Many times, these terms
are used interchangeably although they have different meanings. Measurement of school
climate focuses on the perceptions or personal experiences encountered by students,
teachers, and adults in the school building (Deal & Peterson, 1998). The measurement of
school culture is based on the organizational structures established in the school. In
short, school climate is the measurement; school culture is the change agent (Hoy &
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Feldman, 1999). Cohen et al., (2009) suggest school climate “refers to the quality and
character of school life” (p. 182). Other researchers often loosely use the terms
“environment,” “feeling,” “tone,” “milieu,” or “atmosphere” of the building to describe
school climate (Anderson, 1982). Regardless of the specific definition used, school
climate data are a powerful tool as they can be an indicator of principal influence over
school-level conditions (Clifford et al., 2012).

Theoretical Framework
Marzano et al. (2005) completed a meta-analysis of 69 studies that looked for
specific behaviors related to principal leadership. From this analysis a list of 21
responsibilities for school leaders was developed, one of which was change agent.
“Change agent refers to the leader’s disposition to challenge the status quo” (Marzano et
al., 2005, p. 44).
Waters et al. (2003) suggests all change does not carry the same weight;
therefore, the terms “first-order” and “second-order” change are used to distinguish
between different types of change. Key elements of “first-order” and “second-order”
change are discussed below.
Waters et al. (2003) indicate a main difference between the two types of change
focuses on the past. “First-order” change is seen as an extension of the past, whereas
“second-order change” is seen as a break away from the past. “Second-order” change
challenges the norms and values of the organization, working outside of the current
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paradigm. “First-order” change works within the current set of norms and works within
the established paradigms. “Second-order” change interrupts every element of the
system in a complex manner that requires new knowledge and skill to implement.
Marginal changes are made in incremental phases using existing knowledge and skill in
“first-order” change.
Waters et al. (2003) suggest that leaders must have the ability to adjust their
leadership practices to create the level of change that they are seeking. Many of these
practices seen as change agents rely on the school, teacher, and student. Safe and
orderly environment, collegiality and professionalism, home environment, and
motivation have all been identified as key ingredients in the pursuit of increased student
achievement.
The state of Illinois utilizes the School Climate Council’s definition of school
climate: “School climate refers to the quality and character of school life. It is based on
patterns of school life experiences and reflects norms, goals, values, interpersonal
relationships, teaching, learning and leadership practices and organizational structures”
(Pickeral et al., 2009, p.3). Essential areas of study, outlined by National School Climate
Council, include safety, relationships, teaching environment, and the institutional
environment. Each essential area is discussed below.
One of the most basic human needs is the feeling of safety (Maslow, 1943). An
individual’s sense of safety can be felt socially, emotionally, intellectually, and
physically. Devine and Cohen (2007), indicated feeling safe in the school environment is
a vehicle for promoting student learning and healthy development. Unfortunately,
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research suggests students do not always feel physically or emotionally safe in their
school environments (Thapa et al., 2013), which can lead to higher levels of absenteeism
and diminished academic achievement (Cohen et al., 2009).
During the 2015-2016 school year, certified staff members at a rural elementary
school district in Illinois overwhelmingly agreed that the district is a safe place for
students. Ninety-three percent of staff members strongly agreed or agreed that the
elementary district is a safe place for students. Likewise, 96% of staff members believed
that the elementary district is a safe place for staff. The new measure of school climate
was used to obtain the data.
According to Tubbs and Garner (2008), a striking similarity between most
modern-day research on school climate indicates a positive school climate significantly
increases learning and academic achievement. Key school climate indicators associated
with increased academic achievement include high expectations set by teachers and
administrators, clearly defined goals and objectives, collaboration among staff, teacher
commitment, and positive peer norms.
Data collected from the new measure of school climate confirmed the work of
Tubbs and Garner. Ninety percent of certified staff members believed that the district
promotes collegiality among staff members. Additionally, 84% of staff members were
optimistic about their future success with the elementary school.
The development of relationships has also been directly tied to a positive school
climate (Tubbs & Garner, 2008). Relationships, as applied to school climate, are
indicative of the connection people feel towards each other. These relationships are
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formed by norms, goals, vision, and interactions among colleagues. Relationships can
generally be observed amongst peers in the form of how connected people feel towards
one another. However, relationships can also be a driving internal factor on the success
of the organization (Thapa et al., 2013). Connectedness among other educators can be
observed through principal-teacher communication, staff involvement in the decisionmaking process, collegiality, and student - teacher relationships. Establishing norms in
an educational setting can contribute to positive interpersonal relationships and
increased student achievement (Tubbs & Garner, 2008). Therefore, schools should
clearly define their norms to all organizational stakeholders (Macneil et al., 2009).
A major factor in the establishment of a positive school climate involves
teaching and learning. In a collective effort by school administrators and teachers,
norms, goals, and values are established. These established protocols are utilized to help
shape and mold the teaching and learning environment. A study of 59 elementary
schools by Johnson and Stevens (2006) found a positive relationship between teachers’
perceptions of school climate and student achievement. Similarly, Singh and Billingsley
(1998) contend that when teachers feel their principals and colleagues support them,
they are more likely to stay in the profession. As a result, teachers believe they can truly
impact student achievement. Additional research supports the notion that a positive
school climate minimizes teacher turnover, teacher attrition, and teacher burn-out
(Thapa et al., 2013).
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Problem Statement
It is well documented that a positive school climate increases student
achievement and motivation to learn (Thapa et al., 2012). High-performing, effective
schools have a positive school climate, effective leadership, and quality instruction
(Kelley et al., 2005). In many instances, new leaders come into schools content with the
status quo. It is likely these organizations are in need of second-order change to help
increase student outcomes and close the achievement gap (Fullan, 2002). The need for
change is likely to alter the values, beliefs, and climate of the building. The leadership
style of the principal will determine the successful implementation of the second-order
change (Fullan, 2002). The impacts of a positive school climate are undisputable
(Macneil et al., 2009). It should be the mission of every school district to enlist
stakeholders to thoroughly examine the climate of school buildings. Having a pulse on
the thoughts and attitudes of the teaching staff is especially important in the continuous
efforts to reform education from a grassroots perspective.
There are a number of school climate surveys utilized to measure climate
conditions. However, these tools do not focus on the true needs of the district because
they are a one size fits all model. Many of the instruments that are used within the
school settings are developed and used more for research purposes than impacting
instructional practices and student achievement in schools.
Schools should thoroughly examine their individual needs at the local level,
within the local context, and develop a tool reflective of the norms and values of their
district. To that end, the new comprehensive measurement of school climate is
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reflective of the mission, vision, norms, and values of the elementary school district used
in this study. This measure has been used for six years in the district. However, it is
unclear if the measure exhibits sound psychometric properties in the form of reliability
and validity. It is also unclear how school climate related to perceptions of leadership
style within the district.

Purpose of the Study
The purpose of this study was twofold. The first objective was to validate a new
measure of school climate. The second objective was to examine the relationship
between teacher perceptions of principal leadership style and school climate in a rural
Illinois school district. My study examined teacher perceptions of school climate using a
researcher-created comprehensive assessment of school climate. School climate
variables included in the measure are student development, curriculum, communication
and community, staff, vision, and district leadership. Teachers reported their perceptions
of school leadership styles. Leadership styles that were taken into account included
transformational leadership, transactional leadership, laissez-faire leadership, and
situational leadership.

Significance of the Study
The study of school climate is pivotal in the continuous improvement of schools
(Price, 2012). As school leaders begin to recognize the importance of a positive school
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climate, they can begin to understand the dynamics that contribute to progressive and
comprehensive school reform. Leaders who have the ability to recognize areas of
strengths and weaknesses within their current school settings can make the necessary
second-order changes to improve school climate and student outcomes.
The impact of a positive school climate in any district can have lasting effects on
both students and staff. In many circumstances, schools are focused on curriculum
development and professional development, without considering the impacts a positive
school climate has on educational outcomes (Cohen et al., 2009).
Research suggests principals are the primary source for setting the school
climate. Therefore, it is vital for elementary school principals to know how their
leadership style relates to the varying components of school climate. It is also important
for principals to understand how their leadership style resonates in rural Illinois schools.
This study is significant because building principals who initiate second-order change in
their schools will likely upset the balance that exists in that building. During such
change, individual beliefs may negatively influence school climate, which may impact
student achievement.

Research Questions
My quantitative study focused on the psychometric properties of a new
comprehensive measurement of school climate. The relationship between the teacher’s
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perceptions of principal leadership style and school climate were also examined. My
study examined the following research questions:

Research Question 1: What are the psychometric properties of a new
comprehensive measurement of school climate?

Research Question 2: What are the associations of school climate and leadership
style?
Assumptions
Albeit the measures utilized by the study were designed to assure participant
confidentiality, it was assumed that participating principals and teachers provided honest
answers to all survey items.

Delimitations
The study was delimited to certified teacher in a rural elementary school district
in Illinois. For the purpose of this study, elementary schools included the configuration
of grades spans between preschool and eighth grade. Non-certified staff members,
including teacher’s aides, custodians, and office staff were not included in the study.
Other administrators, such as assistant principals, department chairs, coordinators, deans
of students, and superintendents were exempt from the study.

10
In summary, the new comprehensive measurement of school climate will help
school leaders identify areas of success and improvement to help develop an
environment that promotes collaboration, ongoing student achievement, and the pursuit
of favorable working conditions.
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CHAPTER TWO
REVIEW OF RELATED LITERATURE
Introduction

The review of literature examines previous research on teacher perceptions of
educational leadership and the influence leadership has upon climate in a rural
educational setting. First, educational leadership is considered from a historical context
with a focus on recognized leadership theories. The literature review also includes
previous studies focused on implications education leadership has for the climate of a
school building. The literature review concludes with the research questions answered
through the conduct of this study.
Principal leadership plays a substantial role in school climate (Kelley et al.,
2005). As expectations continue to become more rigorous in the state of Illinois with the
attainment of Race to the Top funds, adoption of the Common Core State Standards
(Metlife, 2013), Senate Bill 7, and No Child Left Behind (NCLB; Kelley et al., 2005),
principal influence with teachers, students, and staff will contribute to the overall pulse
of the facility and the quality of instruction in a high-stakes environment (Pepper, 2010).
Many people can distinguish effective leadership when they see it (FrymierRussell, 2008), yet research is rife with numerous definitions and theories of leadership.
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On one hand, some leaders may use a delicate approach, whereas others may use
charismatic appeal as their leadership style.
Leadership within any organization that fosters a sense of conviction and
collegiality among its staff and has a staff that exhibits genuine respect for leadership
tends to have a workplace culture that is open and trusting (Frymier-Russell, 2008). The
most effective leaders, however, tend to have some characteristics of many different
leadership styles (Pepper, 2010).
In order to fully understand educational leadership and the styles that influence
and fuel the organizational decision-making process, it is fundamental to understand the
characteristics and attributes of the most commonly recognized leadership styles by
researchers over time.

Transformational Leadership – Definition and History
Over time, changes to the role of the leader, role of the worker, components and
assumptions, and keys to production have revolutionized leadership. These theories have
helped shape and mold some of today’s most widely recognized leadership styles.
Shafritz et al. (2011) indicate, “No single date can be pinpointed as the beginning of
serious thinking about how organizations work and how they should be structured and
managed” (p. 31).
Bass and Riggio (2006) define transformational leadership as those “who
stimulate and inspire followers to both achieve extraordinary outcomes and, in the

13
process, develop their own leadership capacity” (p. 3). Based on the alignment of the
follower’s talents to the objectives and goals of the organization, the followers will
begin to develop into leaders themselves.
The use of transformational leadership in the workplace appeals to the moral and
psychological needs of the employee. Traits commonly associated with moral needs
include goodness, honesty, responsibility, and commitment, whereas self-esteem,
autonomy, and self-actualization are traits commonly associated with psychological
needs (Griffith, 2004; Hallinger, 2003). Transformational leadership looks to establish
second-order change within its organization. Second-order change is established within
the organization by the collaborative efforts of the leadership. Experiences are shared
among colleagues to promote continued learning.
Transformational leaders are aware of the personal goal of individuals in the
organization. The goals of the individuals are then taken into consideration as the vision
of the organization begins to take shape. This process increases the commitment of the
employee. The commitment of the employee drives the motivation to work towards the
vision set by the school. When the teacher is motivated to work towards the common
vision and is self-motivated in doing so, second-order change has been created with the
conditions set by the principal (Hallinger, 2003). Leaders in these organizations are
charismatic by nature and leave their employees inspired to contribute to the
organization. The charisma of the leader, as seen by the employees, is the centerpiece of
transformational leadership (Sagnak, 2010).
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The second aspect is individualized consideration, which includes the leader’s
treatment of the individuals within the group. The leader’s ability to delegate tasks is
also a fundamental part of individualized consideration. Individual consideration also
gives personal attention to staff members from their leader. Leaders have the ability to
treat each employee as an individual. Coaching and advising are common expectations
from the leader in the area of individualized consideration (Bass, 1991).
The last area is intellectual stimulation. Intellectual stimulation is seen as the
ability of the employee to utilize new and creative means to accomplish tasks.
Intellectual stimulation promotes intelligence in the follower. Followers also
demonstrate their ability to think rationally. Intellectual stimulation builds the capacities
for individuals to become careful problem solvers (Bass, 1991).
Research on transformational leadership in schools has traditionally focused on
students, teachers, and organizational outcomes (Sagnak, 2010). Leithwood and Jantzi
(2006) suggested that in order for large-scale reform to meet its goals and objectives, the
teachers in the building must be motivated and engaged to participate in those
movements. The work setting and environment affect the motivation and capacity of the
followers. Responsibility is also placed on those in leadership positions to influence
teachers’ motivation, capacity, and work setting either directly or indirectly.

James Burns – Transformational Leadership
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The theory of transformational leadership was first introduced by Burns in his
book Leadership in 1978. Burns was highly influenced by the work of Abraham
Maslow’s theory of human needs. Transformational leadership theory requires high
levels of self-esteem and self-actualization, which fit into Maslow’s higher needs.
Transformational leadership theory gained popularity in response to top-down reform
efforts from the 1980s. Transformational leadership theory began to gain more attention
in the 1990s as emphasis was placed on shared leadership, empowerment, and
organizational leadership (Hallinger, 2003).
Transactional leadership looks for an exchange of one thing for another between
the leader and the follower (Burns, 1978). For example, the leader may reward hardworking employees with materials and resources for their classroom because of their
efforts. However, the transformational leader “looks for potential motives in followers,
seeks to satisfy higher needs, and engages the full person of the follower” (Burns, 1978,
p. 4). The relationship between the leader and follower turns the followers into leaders
and the leaders into moral agents (Stewart, 2006).
The work of Burns highly influenced the leadership theories fostered by Avolio
and Bass. The conceptualization of transactional leadership and transformational
leadership by Bass and Avolio was a response to the shortcomings found in the work of
Burns (Bass & Avolio, 1994). The work of Bass and Avolio will be discussed in greater
detail below.
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Bernard Bass and Bruce Avolio
Bass (1985) originally outlined seven factors that described transactional and
transformational leadership styles. Those seven factors included charisma, inspirational,
intellectual stimulation, individualized consideration, contingent reward, management
by exception, and laissez-faire leadership. After further review, it was determined that
charismatic and inspirational leadership were too similar. Therefore, Bass reduced the
multifactor model to six factors. In its current state, Antonakis et al. (2003) indicate that
three types of leadership (transformational, transactional, and nontransactional laissezfaire leadership) together form the full-range leadership theory. These factors have
contributed to the development of the Multifactor Leadership Questionnaire (MLQ Form
5X; Bass et al., 1999), one of the most widely used measures of leadership on the market
today.
Early efforts by Bass focused on the results of the MLQ (Form 1), which was
given to 198 US Army field-grade officers. The purpose of the survey was to give
officers the ability to rate their superior officers. Results from this study led to the
development of Bass’s six-factor leadership model.
Bass (1999) outlines four components essential in the framework of
transformational leadership. Those components include intellectual stimulation,
individual consideration, inspirational motivation, and idealized influence. The four
components suggested by Bass are discussed below.
The first component suggested by Bass is intellectual stimulation. Intellectual
stimulation relies heavily on creativity and autonomy among followers. Followers are
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given the freedom to explore the task at hand and develop innovative solutions to solve
the issues. Intellectual stimulation allows followers to be a part of the decision-making
process. Successful leaders who demonstrate the construct of intellectual stimulation
tend to frame the solution as it relates to the big picture (Bass, 1991; Bass & Steidlmeier,
1999).
Individual consideration is the second component suggested by Bass. Individual
consideration relies on the ability of the leader to recognize the wants and desires of the
followers. The needs of each follower may be significantly different (Bass, 1991; Bass
& Steidlmeier, 1999). Determining the motivation for each of the individuals in a oneto-one situation allows the leader to customize interactions and develop mentoring
opportunities to help the followers become successful in the positions (Bass, 1991; Bass
& Steidlmeier, 1999).
The third component suggested by Bass is inspirational motivation. Inspirational
motivation refers to the leader’s ability to inspire, motivate, and instill a sense of
purpose. The leader is able to accomplish this by having a clear vision for the future.
Expectations are communicated to those involved. The communication skills of the
leader must instill a sense of authority to the followers. It is also important for the leader
to remain optimistic and continually point to the positive accomplishments by the group
(Bass, 1991; Bass & Steidlmeier, 1999).
Idealized influence is the final component proposed by Bass as it relates to
transformational leadership. Idealized influence reflects on the leader being a role model
for followers. The charismatic personality of the leader draws in those around them. In
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doing so, the leader establishes trusting relationships with the followers. Once the
trusting relationship has been developed, followers develop confidence in their leader
(Bass, 1991; Bass & Steidlmeier, 1999).
Bass (1999) describes transactional leadership as the shared relationship between
leader and follower to meet their own self-interests. In some cases the employee may
receive a reward based on his or her participation and effort. This is known as
contingent reward. The leader can also monitor the work of the employee and take
corrective action when necessary. This is referred to as active management by exception.
Passive leadership occurs when the leader waits for problems to arise rather than being
proactive about the situation. The components of Bass’s (1985) transformational
leadership style will be discussed below.
The first factor outlined by Bass is contingent reward leadership. Contingent
reward leadership focuses on the leader’s actions as she or he looks to define roles and
expected tasks. In return for successful completion of the task, followers are rewarded
with material or psychological rewards (Antonakis et al., 2003).
The second factor is active management by exception. Active management by
exception active focuses on corrective actions taken by the leader. The main objective
of the leader is to monitor and ensure that the goals and objectives are being met
(Antonakis et al., 2003).
The last factor in Bass’s transactional leadership model is passive management
by exception. Passive management by exception focuses on the corrective transactions
between leaders and followers. In said instances, leaders will only intervene when
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noncompliance has already taken place and mistakes have already happened (Antonakis
et al., 2003).
The leader may also be laissez-faire and avoid the situation altogether. Bass and
Avolio (1994) define laissez-faire as “the absence of leadership, the avoidance of
intervention, or both. With laissez-faire (avoiding) leadership, there are generally
neither transactions nor agreements with followers. Decisions are often delayed;
feedback, rewards and involvement are absent; and there is no attempt to motivate
followers or to recognize and satisfy their needs” (p. 20).
Skogstad et al. (2007) associates laissez-faire leadership with a type-zero
leadership. In these instances the leader lacks presence, does not make an effort to meet
the needs of followers or the superiors who are concerned with her or his performance.
Lewin et al. (1934) contends a laissez-faire leader occupies the role of the leader, yet
they have given up on the responsibilities that go along with the position.

Kenneth Leithwood – Transformational Leadership
Unlike the four-component framework developed by Bass, which features a
more classical view of the model, Leithwood has developed a transformational
leadership model as it applies to the school setting. One of the features that do not
appear in Leithwood’s model is charisma (Leithwood & Jantzi, 2006).
Leithwood has identified six pillars to transformational school leadership. These
six pillars include; teachers and their workplaces, motivation, capacity, work settings,
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classroom practices, and student achievement. The six pillars as suggested by Leithwood
and Jantzi (2006) are discussed below.
Motivation, capacity, and work settings are important factors for teachers in the
workplace. Teachers who have high ability and low motivation are not likely to produce
increased student achievement in a climate that is dysfunctional. This holds true to those
employees who are highly motivated and have low ability or who are have high ability
and high motivation (Leithwood & Jantzi, 2006).
Motivation, as suggested by Leithwood and Jantzi (2006), is determined by the
personal goals set by the individual, beliefs about capacity, and the emotional
connection established by the person. Personal goals gain momentum when individuals
make them their own. In order to maintain and gain motivation, personal goals should be
goals that can be accomplished. The capacity to which one strives to meet those goals is
embedded in one’s self-efficacy. Self-efficacy can be increased through positive
feedback, experiences shared by the mentor or role model, and verbal encouragement.
The individual’s emotional connection can change dependent on the success or foreseen
failure of meeting personal goals. Goals that are within sight of completion trigger
positive emotions (Leithwood & Jantzi, 2006).
Leithwood and Jantzi (2006) suggested teachers felt the strongest motivation
when they were participating in setting curricular targets, using data results to help in
their planning, and their beliefs about the supportive overall climate in their schools.
Teachers felt less motivated by the lack of planning time offered to implement new
initiatives when they are not involved in the decision-making process. Teachers’ sense
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of satisfaction and engagement increase when they are directly involved in the planning
and implementation of the new initiative (Leithwood & Jantzi, 2006).
In the case of the framework, capacity is the person’s actual ability to lead the
organization. Performance capacity can be measured on an individual level, as a part of
a small group, and with the school community at large. The organization itself affects
the capacity at which one learns. A number of influences exist within the school
organization. Some of these influences include goals, vision, and structure. As the
conditions of the organization change, students are directly or indirectly impacted by the
change (Leithwood & Jantzi, 2006).
Work setting takes into consideration the capacities of all of the members of the
organization. Leithwood and Jantzi (2006) suggest two dimensions exist within the work
setting. The first dimension includes a collective view of teacher practices as they relate
to large-scale reform, including the supporting physical and social elements. The second
dimension includes the collective self-efficacy of the group. Teachers indicated in the
study that they felt positive about the teamwork that was used in the implementation
process. Teachers expressed negative feelings towards the physical layout of the school
and the restrictiveness that it has on their ability to collaborate (Leithwood & Jantzi,
2006).
Leithwood and Jantzi (2006) suggest classroom practices follow two paths. The
first pathway examined the implementation process. Results of the study showed that
staff members casually adapt to complex changes in classroom practices. Adaptations
that are being made in the implementation process were unlikely to have the intended
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effects on student achievement. Teachers reported that their implementation ranged
from superficial to fundamental.
The second reflected on the time actually allotted to student learning.
Implementation was shown to work best when it was combined with existing staff
practices and those practices that were new policies or requirements. Time spent on
student learning fell into three specific categories. Categories include allocated time,
teaching time, and academically engaged time. Increased time in each of these areas
was shown to increase student learning. The combination of changes in classroom
practices along with the allotment of time can account for increased student learning
(Leithwood & Jantzi, 2006).
Overall, Leithwood and Jantzi (2006) outline three major outcomes based on the
effects of transformational leadership. The first outcome indicated that transformational
leadership had a strong influence on teachers’ work settings and motivation.
Transformational leadership also influenced teachers’ capacities. The second outcome
indicated that transformational leadership had a significant impact on teachers’
classroom practices.
In a study of 2,290 teachers from 655 primary schools in England, Leithwood
and Jantzi (2006) tested to see the effects of transformational leadership on teachers’
motivation, capacities, and work setting. Data were collected using England’s National
Literacy Strategies (NLS) and National Numeracy Strategies (NNS). The NLS and NNS
were developed as a large-scale reform effort to increase student achievement in primary
schools.
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The results of Leithwood and Jantzi’s (2006) study indicate that transformational
leadership had a convincing direct effect on teachers’ work settings and motivation. The
study also showed a substantial impact on the capacity of teachers. It can be understood
that transformational leadership can impact student learning indirectly by influencing
changes in classroom practices.
Leithwood and Jantzi (2006) offer some limitations on their research. In
comparison to most educational research, the sample size is significantly larger than
most original research. Additionally, the use of national samples is not widely used in
educational research. It should also be noted that the research did not include teachers
from across the country, but teachers who may share a number of common
characteristics including number of years of service and highest degree attained.
Marks and Printy (2003) looked to answer the following questions: 1. What is
the relationship between transformational and shared instructional leadership in
restructuring elementary, middle, and high schools? 2. How do schools with varying
approaches to leadership differ according to their demographics, organization, and
performance? 3. What is the effect of transformational and shared instructional
leadership on school performance as measured by the quality of pedagogy and the
achievement of students?
Marks and Printy (2003) contend that transformational leadership is needed by
principals to lead their organizations through reform. Findings would also support prior
work of Hallinger and Leithwood (1998) suggesting transformational leadership does
not mean instructional leadership. In this study, transformational leadership was
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identified as a prerequisite for shared leadership. The study contends that shared
instructional leadership will not exist unless it is sought after. An important finding in
their study indicates schools that lacked transformational leadership lacked shared
instructional leadership.
The second research question from Marks and Printy (2003) coined the idea of
integrated leadership. Integrated leadership, in this study, is seen as the coupling of
transformational leadership and shared instructional leadership. The results of the study
support the idea that strong transformational leadership by the principal is critical is
supporting the commitment of staff members.
Marks and Printy (2003) also support the idea that instructional leadership can be
transformational leadership. The findings of their research promote the cultivating of
teacher leadership for increased school performance. The research disputes earlier
findings by Leithwood and Jantzi (1999).
Instructional leadership emphasizes leadership that is directly tied to teaching
and learning (Murphy, 1988). The principal’s actions to support student learning on a
daily basis can be linked to instructional leadership (Sebring & Bryk, 2000). In schools
where teaching and learning were strong, principals were identified to show four sets of
variables tied to instruction. These four variables include: 1) developing the school
mission and goals; 2) coordinating, monitoring, and evaluating curriculum; 3) promoting
a climate for learning; and 4) creating a supportive work environment (Murphy, 1990).
In an instructional leadership model, teachers become responsible for their
individual professional growth and for improvements in instruction. The role of the
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principal reverts to a facilitator and instructional coach (Poole, 1995). The principal
remains the educational leader. Teachers work collaboratively with the principal,
removing principal supervision practices (Marks & Pinty, 2003).
Transformational leadership has been studied extensively over many years by
many theorists. However, there are other leadership types that must be considered in
order to understand all of the possible ways leaders can interact with others to influence
organizational change. As such, situational leadership will be discussed next.

Ronald Heifetz
Heifetz and Laurie (1997) examine the process of change and the impact it has
on the people of the organization. They suggest that the most difficult part of the change
process is getting people to change the way that they work. The adaption in workplace
skills is necessary when the beliefs of the organization are challenged.
The process of providing leadership in change situations is difficult for two
specific purposes. First and foremost, leaders must examine their leadership in the form
of solutions rather than the characteristics that have been proven successful in the past.
The change to solution-based problem solving during an adaptive change focuses on
people. This includes people at all levels of the organization. In these situations, it is
important for colleagues to utilize each other, work collectively within the organization,
and utilize their skills to solve problems (Heifetz & Laurie, 1997).
Additionally, adaptive change is difficult for those who are experiencing it. The
process becomes difficult for those experiencing it because individuals are asked to take
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on new roles, form new relationships, accept new values, and approach work differently.
In some situations, employees look for the leader to relieve the work demands brought
about because of the change. In these situations, the leader must challenge the status
quo and help workers realize that the old practices are no longer valued by the
organization (Heifetz & Laurie, 1997).
Heifetz and Linsky (2004) indicate that leaders are often perceived as dangerous
when the question they longstanding values, beliefs, and habits of the organization. In
many cases, people are hearing the startling realities of their craft rather than the comfort
of what they believe to be true. In such cases, the leader sees the future, progress, and
gains while others interpret the situation as losses that they are expected to sustain.
In a situation that involved adaptive leadership, five key points are outlined to
help navigate through the situation. These five key points include don’t do it alone,
keep the opposition close, acknowledge their loss, accept casualties, and accept
responsibility for your piece of the mess. These five key points will be discussed briefly
below (Heifetz & Linsky, 2004).
The first key point, don’t do it alone, requires the leader to find partners to help
with the adaptive change. In some instances, people may be hesitant to share in the
change. Gaining support allows the leader to gain political power through personal
relationships. Being receptive to other ideas from the group is crucial when tackling
difficult issues or facing changes in values (Heifetz & Linsky, 2004).
Heifetz and Linsky (2004) also highlight the concept of keeping the opposition
close. In such situations, leaders must work with those who support and those who
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challenge the change. Keeping close relationships with those who oppose the change
gives the leader insight into the dynamics of the opposition.
Acknowledging their loss is the third key point offered by Heifetz and Linsky
(2004). During adaptive change, colleague are asked to choose what is best for them
and what is best for the students. This choice may force teachers to stray from their core
values and beliefs. It is crucial to recognize the change and sacrifice that is being made
on behalf of the greater good. Acknowledge what you are asking them to give up.
The change in the status quo is likely to hurt individuals who thrived in the
environment. People who cannot or will not go along with the adaptive change will
become casualties. If the leadership in the organization is not willing to accept
casualties, you are inviting individuals to stray from the established goals. Accepting
casualites shows the leader’s commitment to the adaptive change (Heifetz & Linsky,
2004).
The final key point in adaptive change is accepting responsibility for your piece
of the mess. Accepting responsibility for the situation and analyzing how your
behaviors and values may impact the change are important. Rather than placing the
blame on the work of others, take the time to examine your contributions to the
situations. Furthermore, take the time to face the situation collectively, rather than
independently (Heifetz & Linsky, 2004)

Situational Leadership Theory
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Seeing that transformational leadership theory is one of many theories of
educational leadership, it is important to provide an alternative theory for exploration.
The history and theoretical framework of the situational leadership theory will be
provided below. The review of the situational leadership theory provides an overview of
another leadership style used by school administrators.

Paul Hersey and Kenneth Blanchard
Hersey and Blanchard (1974) based their theory on the findings of Abraham
Korman in 1966. In Korman’s conclusion, he suggests the possibility of a curvilinear
relationship rather than a linear relationship between initiating structure and other
considerations. From this conclusion, Hersey and Blanchard believe situational
leadership theory is a curvilinear relationship between task behavior, relationship
behavior, and maturity (Ireh & Bailey, 1999).
Hersey and Blanchard (1974) considered the historical theories already
developed and moved forward with those ideas. Lewin et al. (1939) identified three
leadership styles (autocratic, democratic, and laissez-faire) that would be analyzed by
Hersey and Blanchard. In their work, Lewin, Lippitt, and White discussed the
differences between autocratic, democratic, and laissez-faire leadership. Tannenbaum
and Schmidt (1958) would further develop that model. The model suggested one leads
autocratically, democratically, or somewhere in between. Those who did not fit in either
were laissez-faire (Hersey et al., 2012). The differences in leadership styles are
discussed below.
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Autocratic leaders have complete control over the staff. Autocratic leadership is
an efficient leadership style, as tasks are completed quickly. Because of leader control,
staff members are generally unsupportive of the style. In cases of crisis or decisions that
need to be made quickly, autocratic leadership is the preferred model (Hersey et al.,
2012).
The democratic leadership style solicits feedback from the group. Decision
making is shared amongst the members. Creativity and participation are valued in this
model. The collaborative approach to the model allows for increased performance and
job satisfaction. However, the democratic leadership model may become exhausting due
to the number of people participating (Hersey et al., 2012).
The laissez-faire leadership style allows staff members to work at their own
pace. Individuals and groups are given the freedom to create their own deadlines.
Leaders who follow this model oversee the progress of their teams regularly. Teams
given this type of latitude are generally seen as being determined self-starters (Bass &
Stogdill, 1990).
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Together, Hersey and Blanchard formally developed their leadership theory and
published it in a book, Management of Organizational Behavior (Hersey et al., 2012).
They describe situational leadership as “no one best way to influence people. The
leadership style a person should use with individuals or groups depends on the task
specific Performance Responsibilities” (Hersey et al., 2012, p. 115).

Situational Leadership Framework

Situational leadership has been identified as the educational leader’s ability to
focus on the task at hand and respond to the task appropriately. An overarching
understanding of situational leadership involves the leader’s ability to understand the
proficiencies, skills, and commitments of the followers (Kelley et al., 2005). In theory, it
is the follower who establishes the leadership style.
Two central concepts exist within situational leadership: task behavior and
relationship behavior. The first concept, task behavior, refers to the amount of support
and guidance offered by the leader. The second concept, relationship behavior, is the
amount of social and emotional support offered by the leader (Hersey et al., 2012). Task
behavior and relationship behavior are discussed below.
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Task behavior requires the leader to explicitly define the tasks and
responsibilities to be completed by the individual or group. The leader gives specific
directives on what to do, how to do it, and when to do it. When used alone, task behavior
may negatively impact employees’ satisfaction and productivity (Yukl, 2006).
Relationship behavior focuses on the engagement between those who lead and
those who follow. Communication between the leader and the follower offer social and
emotional supports. Some examples of these supports include listening, praising
accomplishments, and collaborating. The use of the relationship behavior concept has
been shown to significantly increase the performance of the follower (Hersey,
Blanchard, & Johnson, 2012).
Four leadership styles exist in situational leadership. The styles include directing
(autocratic), coaching (democratic), supporting (encouraging and social) and delegating
(laissez-fair style) (Kelley et al., 2005). The model places the task behaviors on one axis
of the Leadership Behavior Grid. Those behaviors identified as relationship behavior
occupy the other axis of the grid (Hersey et al., 2012). The four leadership styles are
discussed independently below.
The directing leadership approach is most commonly used when the followers
have a low willingness for the task or a low ability to complete the task. In these
situations, communication is one-way. The leader is responsible for assigning roles and
tasks of the followers. Those in charge make decisions. In some instances, directing may
be necessary when the issue is serious or severe measures exist because the outcome is
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unsuccessful. Some descriptors for Style 1 – Directing would include defining, planning,
monitoring, teaching, and giving feedback (Blanchard, 2001).
The coaching leadership approach is most appropriate when the followers have a
high willingness to complete the task but the ability to complete the task is low.
Followers will still need to have their roles defined, but the communication is two-way.
In these instances, coaching is needed because the follower may be inexperienced. It is
the objective of the leader to restore and build the confidence of the follower. The main
objective of coaching is to build capacities in the follower, allowing him or her to
successfully complete the task independently in the future. Style 2 – Coaching would be
described as exploring, redirecting, encouraging, sharing feedback, and praising
(Blanchard, 2001).
The supporting leadership approach exists when the followers have a low
willingness to complete the task but have a high ability to complete the task
successfully. Followers have the ability to complete the task at hand but may lack the
motivation or commitment to the project. The leader does not need to focus on the
ability of the follower or, moreover, why the follower is resistant to completing the task.
Ultimately, it is the objective of the leader to persuade the follower to cooperate.
Supportive leadership hinges on the ideas of building confidence, listening, and giving
praise in order to establish the commitment. Style 3 – Supporting can be described as
asking/listening, collaborating, appreciating, and encouraging feedback (Blanchard,
2001).
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When the followers have a high willingness and a high ability to complete the
task, the delegating leadership approach is the most fitting. The use of delegating occurs
when the followers can do the job but most importantly want to do the job. Leadership
in these instances trusts the work of the follower and understands that the individual
requires little to no supervision. The follower is then responsible for communicating
information back to the leader. Frequent praise or support at this level is not often
needed. Ireh and Bailey (1999) suggest that superintendents are not inclined to utilize
the delegating type of model within their district. They contend that even though
followers may have the ability to lead, it is the duty of the superintendent to fill that
leadership role. Style 4 – Delegating would be most often described as allowing/trusting,
affirming, confirming, and challenging.
The readiness of the follower ultimately determines the leadership style that is
used (Graeff, 1997). Given an assigned task, followers are at different states of
readiness. In terms of the situational leadership theory, readiness is simply an indicator
of how prepared the follower is to execute the task. Follower readiness can be divided
into two categories: ability and willingness (Blanchard, 2001).
Ability examines three essential areas. These include the knowledge, experience,
and skill of the follower. The knowledge of the follower refers to the understanding of
the task at hand. The follower’s demonstrated ability to complete a task falls in line with
experience. Skill simply looks at the proficiency of completing the assigned task.
Leaders who are assessing ability should consider the task and the ability level of those
who may be assigned a task or assignment. A leader, who is able to clearly visualize the
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outcome of the specific assignment or task, will be able to more appropriately assign
those duties (Hersey et al., 2012).
Willingness is determined by the follower’s confidence, commitment, and
motivation to complete a task. A follower who is uncomfortable completing a task or
may have reservations about the quality of work may show a lack of willingness. A
follower who has a low level of willingness is most likely going to be unsuccessful in
the completion of the task (Hersey et al., 2012).
The combination of ability and willingness of the follower determines the
readiness level. The readiness of the follower can be broken down into four different
levels. Each of the four levels takes into account the ability, willingness, and confidence
of the follower. The four readiness levels are discussed in detail below (Hersey et al.,
2012).
A follower who has the readiness level of 1 (R1) has a low readiness. An R1
follower is a person who is unwilling and unable to complete an assignment or task. The
follower in this instance also lacks the motivation and commitment to complete the task
(Blanchard, 2001).
Readiness level 2 (R2) and readiness level 3 (R3) are both moderate readiness
levels. An R2 follower is someone who is unable to complete the task but is willing to
try. The R2 follower is lacking in ability, not motivation. The leader must instill
confidence in an R2 follower. An R3 follower is able to complete the task but is
unwilling to do so. The R3 follower is capable but lacks in commitment and motivation
(Blanchard, 2001).
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A high readiness level would include those followers who are at a readiness level
4 (R4). An R4 follower is able and willing to complete the task at hand. Ability,
motivation, and commitment will help the follower complete the assigned task up to
standards (Blanchard, 2001).
Blanchard (2001) would go on to determine the development level of the
follower. The four development levels of the follower are determined by the competence
and commitment of the follower (Bass & Steidlmeier, 1999). Competence is determined
by the skills and knowledge of the follower. The level of competence is influenced by
the technical skills that the individual brings to the task. Competence is developed by
on-the-job training, formalized education, and coaching. The individual’s motivation is
by one’s belief about one’s ability to accomplish the task (Blanchard, 2001). The
development levels of the followers are outlined below.
Followers who are categorized as a development level 1 (D1) are seen as being
an enthusiastic beginner. A D1 follower has low competence and high commitment.
Individuals who are D1 followers are described as hopeful, optimistic, inexperienced,
eager, and excited. A development level 2 (D2) follower is someone who is seen as a
disillusioned learner. This person has some competence but low commitment. The D2
follower is generally described as someone who is overwhelmed, frustrated, confused,
disillusioned, and has flashes of competence. The development level 3 (D3) is an
individual who is a reluctant contributor. Competency levels of this individual are
moderate to high. Individuals who are seen as D3 followers are described as selfcritical, contributing, cautious, insecure, and bored. The D3 follower also varies in
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commitment. A peak performer can be seen in the development level 4 (D4) follower.
This person is seen to have a high competence and high commitment level. D4 followers
are described as being self-directed, accomplished, inspired, and self-assured. The
development level of the individual varies with the task at hand. In some instances, the
individual may perform as a D1, yet other times perform as a D3 (Blanchard, 2001). In
short, as the motivation towards the task changes, the developmental approach changes
as well.

Situational Leadership Theory II
Blanchard, Hambleton, Zigarmi, and Forsyth (1993) revised their initial findings.
From this, the situational leadership theory II was developed. Within the new model, the
leader behavior analysis (LBA) was conceived. A second version, the leader behavior
analysis II (LBAII) then followed (Blanchard et al, 1993).
The LBAII has been shown to have reoccurring correlations to climate and
satisfaction. Blanchard, Zigarmi, and Nelson (1993) conducted a study comparing
managers with high effectiveness scores to those with low effectiveness scores as rated
by their employees. Those managers who had high effectiveness scores had employees
with higher morale. The employees also indicated they believed there was opportunity
for growth within the organization. Managers with high effectiveness were also shown
to have employees with significantly less tension.
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Blanchard, Zigarmi, and Nelson (1993) indicate in their findings that when
leaders utilize appropriate amounts of direction and support, higher levels of employee
satisfaction and morale occur. The study also shows that when the leader displays
matching leadership styles to the developmental level more frequently, employees are
generally more satisfied (Blanchard et al, 1993). A leader who utilizes high-supportive
and low-directive behavior has the ability to produce a positive employee climate. This
is understood as a person who is meeting individual needs and achieving organizational
objectives (Blanchard et al, 1993).
Ireh and Bailey (1999) set out to determine the relationship between districtwide
change initiatives and the superintendent’s leadership styles as they align to the
situational leadership theory. Superintendents must have been in their district for at least
two years in order to participate in the research. Participants must have also been
responsible for the implementation of a districtwide planned change.
Ireh and Bailey’s (1999) results suggest most superintendents utilize the
coaching and supporting methods of leadership within the situational leadership theory.
The number of years that the leader has been a superintendent positively correlates
(r=.17, p<.05) to the use of the supporting method. Superintendents who use coaching
and supporting as their predominate method of leading are thought to do so because they
have established trust and confidence with their employees. The readiness and maturity
of the employees align with their ability to complete the tasks. The superintendent has
also established the protocol of explaining decisions and soliciting feedback from the
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staff. Decisions between the leader and the followers have been made together (Ireh &
Bailey, 1999).
The recruitment method used by the district to attract the superintendent was also
found to have an impact on the use of the situational leadership theory. Superintendents
who were recruited from outside of the district were less likely to utilize the coaching
method of leadership. However, those superintendents who were recruited from the
same district were more likely to utilize the coaching method of leadership (Ireh &
Bailey, 1999).
The leadership ideas of initiating structure and consideration would later be
changed by Blake and Mouton. In their managerial grid, the two ideas were changed to
concern for production and concern for people. The managerial grid contended that a
leader with a high concern for people and high concern for production was the preferred
leadership method (Blake & Mouton, 1964).
The contingency theory of leadership was developed by Fred Fiedler (Fiedler &
Chemers,1967). In his works, Feidler suggests three situations prove to be favorable to
leaders. These situations include personal relations with members of their group, degree
of structure in the task that has been assigned, and the power and authority the position
provides (Blanchard, Zigarmi, & Nelson, 1993). Ultimately, Fiedler’s contingency
theory of leadership aligns closely with prior theories in the sense of relationships, yet
forging ahead with the ideas of structure and power.
Reddin (1970) developed the 3-D theory of managerial effectiveness, which
Hersey and Blanchard believed had limitations on his work. It introduced an
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effectiveness element to the task concern and relationship concern, similar to that of the
Managerial Grid. As Hersey and Blanchard continued to build off of Reddin’s work,
they aimed to place an emphasis on behavior elements rather than attitude. They also
believed in the elimination of normative labels from leadership styles (Blanchard et al,
1993).
The leadership style of the principal plays a significant role in the dynamics of
the organization. Renowned researchers in the field of education agree that leadership
styles impact school climate. The leadership style of the principal has the means to
influence the dynamics of the organization to promote or hinder ongoing efforts to
improve student achievement.
The varying leadership theories are helpful in understanding how the leader
approaches her or his role as a building principal. However, it is equally important to
understand how school climate plays into the complex equation. School climate will be
discussed in detail in the next section.

Overview of School Climate

School Climate v. School Culture
Organizational studies have shown that there are differences between school
climate and school culture. In most cases, school climate is seen in behaviors, which
can be analyzed through specific measurement. School culture is seen in the values and
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norms of the building (Macneil et al., 2009). School climate and school culture will be
discussed in greater depth below.
Hoy and Miskel (2005) have defined school climate as “the set of internal
characteristics that distinguish one school from another and influence the behaviors of
each school’s members” (p. 185). The climate of the school is a contributing factor to
the success of both students and teachers (Freiberg, 1998).
The National School Climate Council (2007) looked to narrow the gap on school
climate research and school climate policy, practice, and teacher education to support
learning. In doing so, the NSCC defined school climate as:
School climate is based on patterns of people’s experiences of school
life and reflects norms, goals, values, interpersonal relationships,
teaching and learning practices, and organizational structures.
A sustainable, positive school climate fosters youth development and
learning necessary for a productive, contributive, and satisfying life in
a democratic society. This climate includes norms, values, and
expectations that support people feeling socially, emotionally, and
physically safe. People are engaged and respected. Students, families,
and educators work together to develop, live, and contribute to a
shared school vision. Educators model and nurture an attitude that
emphasizes the benefits of, and satisfaction from, learning. Each
person contributes to the operations of the school as well as the care of
the physical environment. (p.4)
A number of items are taken into consideration when determining school
climate. One indicator of school climate includes a person’s patterns of experiences in
the school setting. Other indicators used in determining school climate include
interpersonal relationships and teaching and learning practices. Values, norms, and goals
as they relate to social, emotional, and physical safety are also taken into consideration
(Cohen et al., 2009).
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The administration, teachers, students, parents, and community members shape
school climate. School climate focuses not only on individual experiences but the
dynamics of the entire group and commonly includes the areas of safety, relationships,
teaching and learning, and the school environment (Cohen et al., 2009). These same
staples were prominent in the work of Tagiuri (1968).
Tagiuri (as cited in Anderson, 1982) outlined four essential variables that framed
school climate. Those variables include ecology (the physical and material aspects),
milieu (the social dimension), social systems (patterened interactions between
individuals and groups), and culture (beliefs systems and values). The variables of
ecology, milieu, social systems, and culture will be discussed briefly below.
Ecology variables are most often used as an independent variable because of
their inconsistent relationship with student outcomes. Building characteristics and size
are two of the most common attributes of ecology (Anderson, 1982). The mileau
variables include the characteristics of the individuals or groups within the school that
help shape the school climate. Common elements associated with milieu variables
include teacher characteristics, teacher morale, and student body morale (Anderson,
1982). The social system variables focus on the patterns of relationships in schools.
Administrative organizations, instructional programs, ability grouping characteristics,
administrator-teacher rapport, teacher-shared decision making, good communication,
and student-teacher relationships are often linked to social system variables (Anderson,
1982).
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The cultural variables include the values and beliefs of the organization. These
variables influence school climate. Teacher commitment, expectations, emphasis on
academics, and rewards and praise make up the cultural variable dimension (Anderson,
1982). Cultural variables as they relate to school culture will be discussed below.
Deal and Peterson (1998) indicate that school culture “is the underground stream
of norms, values, beliefs, traditions, and rituals that has built up over time” (p. 28).
School culture is one of the most powerful indicators of the success of the organization
(Deal & Peterson, 1998). Macneil et al. (2009) indicate that when organizations
understand their purpose and who they are serving, the culture will work well.
Likewise, when the beliefs, values, and attitudes are not appropriate, those will work
against the school culture.
Deal and Peterson (1998), outline common characteristics found in organizations
with positive school cultures. These characteristics include a staff that has a shared
sense of purpose, norms focused on collegiality and improvement, rituals and traditions
of the school that celebrate student achievements, heroes and heroines as a source of
information, and success and joy are found.
School culture is shaped by the administrators, teachers, students, and
community (Macneil et al., 2009). School administrators shape school culture by
following their core beliefs. Teachers exhibit school culture by reinforcing norms and
values through their own actions. Parents promote school culture through the
celebration of successes and achievements (Deal & Peterson, 1998).
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School leaders can influence school culture by understanding the history and
core values of the organization. Leaders can help influence school culture by
communicating core values in their own actions, observing rituals and traditions of the
school, recognizing the heroes and heroines and the work they have done for the school,
celebrating the accomplishments of the school community, and preserving the stories of
success.
Hoy and Feldman (1999) indicate there is a small but significant distinction
between school climate and school culture. They suggest that the shared perception of
behaviors seen in school climate have fewer problems with empirical measurements.
Therefore, the “organizational health” of the building should be measured utilizing a
school climate measure (Hoy & Feldman, 1999).
Most early research in the field of school climate focused heavily on teachers
and leaders in relation to their job satisfaction. As accountability grew at varying levels,
research in the area of school climate would begin to focus on student achievement
(Sergiovanni, 2001). Reform efforts have failed to increase student achievement in
schools because they have not been able to appropriately address the importance of
school climate (Macneil et al., 2009).

Importance of a Positive School Climate
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Perry (1908) first indicated the importance of school climate. The study of
school climate began to gain notoriety by educators and researchers in the 1950s (Cohen
et al., 2009).
Over the past two decades, research has indicated school climate has a
significant impact on student achievement (Cohen et al. 2009; National School Climate
Council, 2007; Thapa et al., 2013). Other significant impacts can be seen in overall
school success, violence prevention, healthy development of students, and teacher
retention (Cohen et al., 2009). The relationship between a positive school climate and
those factors will be discussed briefly below.
Johnson and Stevens (2006) surveyed 59 (of 78) elementary schools in a
southwestern city in the United States in order to investigate the relationship between
teachers’ perception of school climate and student achievement; 1,106 surveys were
used. Teachers were surveyed using the School-Level Environment Questionnaire
(SLEQ).
The SLEQ in its original form consists of 56 items and eight scales. The Revised
SLEQ has 35 items in five scales. The Revised SLEQ was used by Johnson and Stevens
(2006). The Revised SLEQ has a reliability coefficient of 90. The five scales used have
alpha coefficients that range from 0.77 to 0.86 (Johnson & Stevens, 2006).
Johnson and Stevens (2006) used the Terra Nova Survey Plus to measure student
achievement. The Terra Nova was administered to fourth-grade students. Student
achievement scores were gathered in the areas of reading, mathematics, language, social
studies, and science. Johnson and Stevens indicate there is a positive and significant
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relationship between teacher perception of school climate and student achievement. In
the first model of their study, school climate was used as the only predictor in student
achievement. Model one suggested that school climate had a parameter estimation of
.30. This would account for 9% of the variance on student achievement. A second
model added the variable of community and school context. The additional variables
showed coefficients that were no longer statistically significant.
Similar research by Macneil et al. (2009) utilized the Organizational Health
Instrument (OHI) to determine if exemplary, recognized, and acceptable schools differ
in their school climate. Participants in the study came from 29 schools in a suburban
district in southeast Texas; 1,727 teachers completed the survey. The ratings of
exemplary, recognized, and acceptable were assigned by the Texas Education Agency.
Test scores from 24,684 students on the Texas Assessment of Academic Skills (TAAS)
were used to assign the rankings.
The Organizational Health Inventory (Miles, 1969) has ten dimensions. The ten
dimensions examine successful interactions in the organizations. The dimensions also
examine how stressors in the workplace are handled. These foundational pieces led to
the Organizational Health Instrument (OHI) developed by Johnstone (Macneil et al.,
2009). The OHI has 80 items on the survey. There are eight items in each of the 10
dimensions. A 5- point Likert-type scale was used. The overall reliability for the OHI
was 0.76
Macneil et al. (2009) concluded that schools that were identified as being
exemplary, based on the TAAS, had consistently scored higher on the ten dimensions of
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the OHI than those schools that were identified as being acceptable. The results of the
research indicate that schools with higher test results are consistent with positive school
climate.
Violence prevention in schools can also be attributed to a postive schoool climate
(Thapa et al., 2012). Maslow (1943) outlined social, emotional, intellectual, and
physical safety as fundamental human needs. Thapa et al. (2012) indicate students do
not feel physically or emotionally safe in school mainly because of the interpersonal and
contextual variables that contribute to a school’s climate. Astor et al. (2010) stated
schools that do not have established norms and structures and are lacking in positve
relationships are likely to experience violence. Brookmeyer et al. (2006) found that
schools with positive climates have less violence and aggression among students.
Thapa et al. (2012) contend that teachers who feel safe in their workplace is a
fundamental practice to ensure that teachers can teach and students can learn. Cohen
(2006) suggests that school safety must be a primary concern for every institution. In
order to address safety concerns, schools must build strong school communities that
have trusting and respectful relationships between teachers, students, families, and
community.
The health and well-being of students can be linked to a postive school climate.
Ruus et al. (2007) concluded the school is respsonsible for provide a learning
environment that promotes students abilities to show optimistic acceptance of life,
provide psychological and physiological well-being, and promote their academic
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success. These factors can be directly linked to school climate and the values that are
established and carried out by the staff.
Kasen et al. (1990) contend a positive school climate can be related to the
frequency of substance abuse and psychiatric problems among its students. According to
LaRusso et al. (2008), a postivie school climate can be linked to lower levels of drug use
and less psychiatric problems among high school students. Additional research suggests
a positive school climate is important to effective risk prevention and health promotion
efforts (Cohen, 2006).
A positive school climate contributes to lower teacher burnout, higher job
satisfaction, and higher teacher retention (Hanson & Voight, 2014). According to Blasé
(1986), the relationship between the principal and the organization has lasting impacts
on teacher turnover and student progress. The impacts have been shown to indirectly
impact the staff’s satisfaction with their work environment. The more amount of time
that leaders spend with staff members, the more likely they are to impact teacher
satisfaction. Teacher satisfaction relates to improved job performance (Cohen et al.,
2009).
The continued attrition of educators has significant impacts on student
achievement and those efforts that are in place to close the achievement gap. Teacher
commitment to their respective school districts has shown to impact student
achievement (Ware & Kitsantas, 2011). No other factor has been shown to have a
greater impact on student achievement than quality teaching (Huysman, 2008).
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According to Tye and O’Brien (2002), pressures placed on teaching staff to
increase student achievement have been an accelerant to teachers leaving the profession.
Teachers in secondary schools are more likely to encounter stressors related to academic
achievement in comparison to their elementary-school counterparts (Sass et al., 2012).
It is undisputable that school climate plays an intricate role in today’s schools.
Creating a positive school climate is not only impactful to the staff of the building but to
the general welfare of all stakeholders. The importance of a positive school climate
continues to gain traction.

Principal’s Role in School Climate
Peterson and Deal (1998) indicate that leaders at every level are responsible for
shaping school climate. Leaders in schools have the ability to communicate the values,
norms, and beliefs in their everyday life. Teachers are then responsible to reinforce
these values, norms, and beliefs in their actions and words. Families and community
stakeholders visit the school and celebrate their success. All of this leads to an improved
school climate.
There are a number of factors that leaders should take into account when
considering school climate. Peterson and Deal (1998) suggest that leaders examine the
current condition of the building, reflect on its history, and examine its culture. Leaders
should also examine the core values and articulate those to staff members. Core values
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should be aligned to what is best for the student. In an effort to improve conditions,
leaders should reinforce the positive elements and modify the negative elements.
Kelley et al. (2005) conclude that the behaviors exhibited by the principal are
directly linked to the school climate. The teachers’ perceptions of teacher-principal
interactions were also credited to shape a positive school climate (Bulach et al., 1998).
Effective communicaiton, teacher advocacy, shared decision making, and fair and
consistent evaluation practices have contributed to positive teacher-principal interactions
(Kelley et al, 2005).
Griffith (2004) looked to extend existing research to determine whether the
principal’s behaviors can be described in terms of transformational leadership. The study
also looked to establish correlations between the principal’s transformational leadership
style and school outcomes. School outcomes were identified as staff turnover and
student performance, which indirectly impacts job satisfactions. The specific questions
for the research are discussed below. The behavior of the principal was the focus of the
first research question.
The second question was to determine if principals who display transformational
leadership have school staff with higher levels of job satisfaction and less staff turnover.
Results of the study indicated the principal’s transformational leadership style showed a
strong relation to job satisfaction. Griffith (2004) concluded schools with perceived
transformational leaders were more satisfied with their job conditions. Schools also had
less teacher turnover.
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The third research question by Griffith (2004) looked to establish a relation
among principal transformational leadership, job satisfaction, and student achievement
progress. The results of the research indicated a strong, positive, and significant
relationship to the school staff job satisfaction. A moderate, positive, and significant
relation to the school achievement progress also existed. Griffith (2004) concluded
schools that had perceived transformational leaders had staff that were happier in their
jobs and had greater achievement.
A fourth question from Griffith (2004) looked to determine if principal
transformational leadership related directly or indirectly to school staff turnover and
school performance. Testing indicated statistically significant indirect effects on the
impact of principal transformational leadership style in teacher satisfaction on both
teacher turnover and school performance.
For the question, “Do relations among principal transformational leadership,
staff job satisfaction, school turnover, and school performance vary by the student
disadvantaged to school population,” from the research, Griffith (2004) concluded
principals who display transformational leadership characteristics may have more
beneficial effects on achievement for students who attend more disadvantaged schools
than those who attend less disadvantaged school.

Research Measurements on School Climate
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The National School Climate Council (2007) suggests the assessment and
improvement of school climate are essential practices. However, the assessment of
school climate is not regularly measured using scientifically based instruments, nor is it
comprehensive of all of the dimensions of school climate (National School Climate
Council, 2007). Not only should teachers be involved in the assessment of school
climate, students and parents should also have a voice in the process (National School
Climate Council, 2007).
The improvement of school climate has also come under question. The National
School Climate Council (2007) indicates that reform within schools does not often
reflect research findings. Efforts in reform are often short lived and fractured in their
implementation. States and districts continue to show interest in school climate;
unfortunately, research-based guidelines are not being utilized in the decision-making
process (National School Climate Council, 2007).
The National Center on Safe Supportive Learning Environment maintains a
compendium of valid and reliable surveys that measure school climate. Student, staff,
and family surveys are included in the compendium. The U.S. Department of
Education’s Office of Safe and Healthy Students does not endorse any of the surveys to
avoid any type of bias. Surveys that have been developed specifically for staff use will
be discussed briefly below.
The California School Climate Survey consists of three surveys, one each for
students, staff, and parents. Areas covered include relationships, academic expectations,
and physical safety. Seven school climate domains are measured. These domains
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include support and safety, caring staff-student relationships, staff-peer relationships,
professional development needs, student health and engagement, student delinquency,
and resource provision (Hanson & Voight, 2014).
Hanson and Voight (2014) used reliability estimates of .70 to determine
acceptable internal consistency reliability for the scales. The CAL-SCHLS staff survey
exceeded .82 in six of the seven categories. The professional development needs had
poor reliability at .50.
The University of Chicago Consortium on School Research base their
5Essentials Survey on twenty years of research by the institution. The 5Essentials
Survey looks at the five essential components for school success. These components
include effective leader, collaborative teacher, involved families, supportive
environment, and ambitious instruction (Clifford et al., 2012).
The 5Essentials Survey relies on the input of staff, families, and students. In
2013, the state of Illinois selected UChicago Impact to conduct a statewide survey of
learning conditions for staff and students. Reliabilities at the elementary-school level
between Chicago Public Schools and elementary schools outside of Cook County have
vast differences. In 20 of the 24 components of the survey, elementary schools inside
of Chicago Public School had higher rates of reliability than those outside of CPS. The
ranges of those differences were anywhere from .01 - .19 (Klugman et al., 2015).
The National School Climate Center Comprehensive School Climate Inventory
has four dimensions. These dimensions include safety, relationships, teaching and
learning, and environment (Cohen et al., 2009). Guo et al. (2011) indicate that the
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Comprehensive School Climate Inventory was developed to get feedback from multiple
stakeholders. Survey forms were designed for school personnel, parents, lower
elementary students, upper elementary students, middle school students, and high school
students.
The original survey has undergone a number of changes. Items in the survey that
were redundant were deleted. Other survey items were modified. Some survey items
were added. A second version of the survey included 84 items. Eighteen items were
categorized under safety, 25 under teaching and learning, 22 under relationships, and 19
under environment. In its current state the CSCI had 70 total items. Internal reliabilities
indicate a range of Cronbach alphas from .70 - .98 (Guo et al., 2011).
Although the aforementioned school climate surveys have been widely
researched and validated, they are not suitable for use in this study. The new
comprehensive measurement of school climate is tailored around the norms and values
that have been established at the elementary school studied. No other survey has been
identified to solicit the necessary feedback from staff members for continued school
improvement.

Critique of Other School Climate Surveys

Although more widely used measurements of school climate have been deemed
valid and reliable, they offer many drawbacks. The drawbacks of some commonly used
surveys will be discussed below.
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The first school climate to be critiqued will be the 5Essentials Survey. As
previously mentioned, the 5Essentials Survey was developed by the University of
Chicago. The survey itself requires district-level administers to log in to the site and
roster their teaching staff. Depending on the size of the district, this process can be quite
cumbersome. The entering of data may include errors on teacher names, teacher ID
numbers, or teacher email addresses. Errors in these would prohibit teacher
participation. The window for participation may also provide problems with district
administration. If the district does not opt into the survey by a given date, the district
will not be able to participate in the survey. The window for teacher participation is also
extensive. Currently, the window to participate is approximately two months. District
looking for immediate feedback on school-level conditions do not receive their data in a
timely fashion. Another drawback of the 5Essentials Survey, in most cases, is that it is
given on a two-year cycle. Districts that are looking to utilize data on a yearly basis may
not find value in the current framework. Additionally, if district do not meet the
requirements on participation, they will not receive any data from the survey.
Questions that are asked of teachers in the 5Essentials may also prove to be
troublesome. For instance, the first set of questions asks teachers how often they have
observed another teacher’s classroom, observed another teacher’s classroom to get ideas
for your own instruction, gone over student assessment data with other teachers to make
instruction decisions, work with other teachers to develop materials or activities for
particular classes, and worked with instructional strategies with other teachers. Options
for teachers to respond include none, some, about half, most, and nearly all. The options

55
for teacher response do not adequately assess collaboration in the school environment.
It is hard to gauge collaboration based on the forced responses provided by the
5Essentials. The same problems occur throughout the survey.
Additionally, the survey moves back and forth from a 5-point Likert scale to a 4point Likert scale. The verbiage that is used for selected responses varies greatly from
question sets. The 5Essentials does not provide teachers the opportunity to provide
written feedback. The survey does not include any open-ended responses. If district
leaders are not given the feedback they need, it is almost impossible to make any
second-order change based on the information that is provided from the 5Essentials
Survey.
The second survey to be analyzed is the California School Staff Survey. The
California School Staff Survey is a 116-item survey to obtain staff perceptions about
learning and teaching conditions. The start-up procedures for this survey are fairly
extensive. As in the 5Essentials, the California School Staff Survey requires an
administrator within the district. The requirements of the survey administrator include
rostering participants, survey administration, and follow-up emails for reminders.
Additionally, this survey may require formal approval from the district board of
education or other institutional review boards. A full cycle of survey data is considered
after two years.
In terms of survey items, questions appear to be used repeatedly. Many of the
items seem to be restated in different terms. For instance, at least five separate items ask
respondents about caring relationships with students. There are an additional five items
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that ask respondents about high expectations that are set for students. The repeating of
similar items is redundant for the participant. Redundancies in items also appear with
staff and student relationships as well as fair treatment of students.
The reports that are prepared for participating districts do not provide adequate
information to gauge appropriate growth. Reports that are provided to the district only
provide figures that are meeting at the highest levels. For instance, the summary table
that reports on positive learning and working environment only reports back to the
district the percent that “strongly agrees.” This may provide false results to a district
that has a low percentage that strongly agrees and a higher percentage that agrees.
Seeing a low percentage in the “strongly agrees” could be interpreted negatively, when
in fact the number could be extremely high in the “agree” column. This reporting is
consistent through the entire results report.
Overall, both surveys require extensive work by district administrators to
guarantee that accurate date is collected from all stakeholders. Survey management
requires district coordinators to frequently monitor participation rates over a period
ranging from weeks to months. Additionally, items that are asked of participants can
either be seen as misleading or redundant in nature.

In closing, literature and research have found a definitive relationship between
principal leadership and school climate. The following chapter will outline the
methodology used to establish the psychometric properties of the new comprehensive
measurement of school climate.
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CHAPTER THREE
METHODOLOGY

Measures

Following a literature review on principal leadership style and school climate, it
was determined that two questionnaires were to be used to measure the constructs of
principal leadership style and school climate. Each are discussed below.

The Multifactor Leadership Questionnaire Form 5 (MLQ Form 5X)

The Multifactor Leadership Questionnaire Form 5 (MLQ Form 5X) has been one
of the most widely used instruments to measure leadership (Tejeda et al., 2001). In
order to measure teachers’ perceptions of principal leadership, the MLQ Form 5X was
used in the current study. The MLQ Form 5X had nine outcome scales. Five outcome
scales were related to transformational leadership, three were related to transactional
leadership, and one was related to laissez-faire leadership (Rowold, 2005). The nine
outcomes scales will be discussed briefly below.
The first of five transformational leadership scales was Inspirational Motivation.
Inspirational Motivation focused on the leader’s ability to articulate and have a vision
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for the organization. Leaders who view the future in a positive manner spark motivation
in the follower (Rowold, 2005). Avolio and Bass (1999) add the idea of an energized
leader who serves as a role model for ethical behavior and builds capacities to reach the
vision of the leader. Rowald (2005) highlights that charisma and positive attitude of the
leader impact the subscale of Idealized Influence (attributed). Idealized Influence
focused on the emotional bonds that connect the leader and the follower and the trust
and confidence that is built in that relationship. Inspirational Motivation was the third
subscale in Transformational Leadership. Inspirational Motivation examined the
leader’s ability to look at the future with optimism. The leader has ambitious goals and
articulates the vision of the organization. From the actions of the leader, the followers
are inclined to believe that the goals are attainable (Antonakis et al., 2003)
The fourth subscale in Transformational Leadership was Intellectual Stimulation.
Intellectual Stimulation examined the leader’s ability to appeal to the followers’ senses.
Followers are challenged to be creative and find solutions to problems (Antonakis et al.,
2003). Individualized Consideration was the fifth and final subscale in the area of
Transformational Leadership. Individual Consideration looked at the leader’s ability to
focus on the needs of the follower. Follower satisfaction is gained by the leader’s ability
to support and advise. These actions allow the follower to develop self-actualization
(Antonakis et al., 2003).
There were three subscales that were positioned in Transactional Leadership as
measured by the MLQ Form 5x. The three subscales associated with Transactional
Leadership include Contingent Rewards Leadership, Active Management by Exception,
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and Passive Management by Exception. The three subscales related to Transactional
Leadership are discussed below (Lowe et al., 1996).
The subcale of Contingent Reward referred to the leader’s actions related to
establishing roles and task completion. Followers are rewarded, either through materials
or psycholgoically, based on the completion of their tasks or obligations (Antonakis et
al., 2003).
Active Management by Exception was the second of three subscales under
Transactional Leadership. Active Management by Exception referred to the leader
whose goal is to ensure quality control standards are met. The leader will accomplish
this through active vigilance (Antonakis et al., 2003).
The third and final scale in Transactional Leadership was Passive Management
by Exception. In a Passive Management by Exception environment, the leader fails to
intervene in situations until a mistake has already been made (Antonakis et al., 2003).
The third and final broad type of leadership measured by the MLQ Form 5X was
Laissez-faire Leadership, which also refers to the lack of leadership. In these situations,
the leader avoids making decisions, relinquishes any responsibility, and does not utilize
his or her power. Laissez-faire Leadership is a situation in which the leader chooses to
avoid taking action. Laissez-faire leadership has been seen as the most ineffective
leadership type (Antonakis et al., 2003).
The Multifactor Leadership Questionnaire has undergone a number of revisons
since Bass released the original (Avolio & Bass, 1999). In its current state, the MLQ
Form 5X features 36 items that fit into the nine subscales discussed above. There were
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four items for each of the nine subscales. The items were rated on a 5-point Likert scale.
The scale was set up from zero to four. Zero was represented as Not at All and four was
represented as Frequently.
A complete listing of the items and reliability coefficients on the various scales
are listed below. Each of the three scales exceeds the standard cut-offs for internal
consistency (Bass & Avolio et al., 1997).
Table 1. Multifactor Leadership Questionnaire Form 5
Item
Subscale
Item Wording
Number
Contingent
1
Provides me with assistance in exchange for my
Reward
efforts
Alpha = .68
11
Discusses in specific terms who is responsible for
achieving performance targets
16
Makes clear what one can expect to receive when
performance goals are reached
35
Expresses satisfaction when I meet expectations
Intellectual
2
Re-examines critical assumptions to question
Stimulation
whether they are appropriate or not
Alpha = .77
8
Seeks differing perspectives when solving problems
30
Gets me to look at problems from many different
angles
32
Suggest new ways of looking at how to complete
assignments
Management by
3
Fails to interfere until problems become serious
Exception
12
Waits for things to go wrong before taking action
(passive)
17
Shows that he/she is a firm believer in "If it ain't
Alpha = .70
broke, don't fix it."
20
Demonstrates that problems must become chronic
before taking action
Management by
4
Focuses attention on irregularities, mistakes,
Exception
exceptions, and deviations from standards
(active)
22
Concentrates his/her full attention on dealing with
Alpha = .76
mistakes, complaints, and failures
24
Keeps track of all mistakes
27
Directs my attention toward failures to meet
standards
(continued on next page)
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Table 1. Multifactor Leadership Questionnaire Form 5 (continued)

Item
Number

Subscale
Laissez-faire
Leadership
Alpha = .72

Idealized
Influence
(Behavior)
Alpha = .71

5

Avoids getting involved when important issues
arise

7
28
33
14

Is absent when needed
Avoids making decisions
Questions
Specifies the importance of having a strong
sense of purpose
Considers the moral and ethical consequences of
decisions
Emphasizes the importance of having a
collective sense of mission
Talks optimistically about the future
Talks enthusiastically about what needs to be
accomplished
Articulates a compelling vision of the future
Expresses confidence that goals will be achieved
Instills pride in me for being associated with
him/her
Goes beyond self-interest for the good of the
group
Acts in ways that builds my respect
Displays a sense of power and confidence
Spends time teaching and coaching
Treats me as an individual rather than just as a
member of a group
Considers me as having different needs, abilities,
and aspirations from others
Helps me to develop my strengths

23
34

Inspirational
Motivation
Alpha = .82

Idealized
Influence
(Active)
Alpha = .77

Individual
Consideration
Alpha = .76

Item Wording

9
13
26
36
10
18
21
25
15
19
29
31

School Climate Measure
I designed the new measurement of school climate in 2011. That original version
was first administered in a rural elementary school in June of 2011. The survey was first
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developed from a request from the district’s union leadership. The survey was created
utilizing information and wording from a number of surveys, including California
School Climate Survey, 5Essentials (The Consortium on Chicago School Research
Survey of Public Schools), Alaska School Climate and Connectedness Survey, and The
Effective School Battery.

Initial Scale Development
The original survey was based on a 5-point Likert scale with the responses
Strongly Agree, Agree, Disagree, Strongly Disagree, and Not Applicable. Twenty-six
items focused respondents’ perceptions of climate conditions at the building level and 12
items focused on respondents’ perceptions of climate conditions at the district level.
District-level responses focused on the collaborative work of the superintendent and
board of education. Additional items focused on professional development/training
/mentorship, along with preferred communication methods. Those items were not used
to measure climate conditions in the district.
During FY12 a number of minor changes were made to the original survey.
Rather than using a 5-point Likert scale, a 4-point Likert-type scale was used. The
updated survey had the responses Strongly Agree, Agree, Disagree, and Strongly
Disagree. The option of Not Applicable was eliminated from the survey. As the survey
developer, I believed all participants should have an opinion on each of the items asked
in the school climate survey. Certified staff members were the only group to be
surveyed during the FY12 survey. The question set for the survey was not altered or
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changed, only the response types changed. Each subscale and category is outlined in
Table 2.
Table 2. New Comprehensive Measurement of School Climate
Subscale
Student
Development
Alpha = .85

Item
Number
StudDev1
StudDev2
StudDev3
StudDev4
StudDev5
StudDev6
StudDev7
StudDev8

Curriculum
Alpha = .84

Curric1
Curric2
Curric3
Curric4
Curric5
Curric6
Curric7

Item Wording
Promotes academic success for all students.
Fosters an appreciation of student diversity and
respect for each other.
Gives all students equal opportunity to
participate in numerous extracurricular and
enrichment activities.
Support systems are initiated for students with
ongoing behavioral concerns.
Provides adequate socioemotional support
services for students (social work/psychologist).
Effectively handles student discipline and
behavioral problems.
Is a supportive and inviting place for students to
learn?
Is a safe place for students (physical safety)?
Provides the resources to do my job effectively.
Provides the materials to do my job effectively.
Provides the resources need to work with special
education (IEP) students.
Provides the materials needed to work with
special education (IEP) students.
Emphasize helping students academically when
they need it.
Emphasizes teaching lessons in ways relevant to
students.
Sets high standards for academic performance
for all students.

(continued on next page)
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Table 2. New Comprehensive Measurement of School Climate (continued)
Subscale
Communication
and Community
Alpha = .80

Item
Number
Comm1
Comm2
Comm3

Comm4
Comm5
Comm6
Staff
Alpha = .90

Staff1
Staff2
Staff3
Staff4
Staff5
Staff6
Staff7
Staff8
Staff9

Item Wording
Clearly communicates to students and parents
the consequences of breaking school rules.
Clearly communicates results of disciplinary
actions to staff.
I feel comfortable conversing with my building
administration (Principal/Assistant
Principal/Special Populations / Dean of
Students).
Is welcoming to and facilitates parent
involvement.
Emphasizes using informational and
instructional materials that reflect the culture and
ethnicity of families.
Gives students opportunities to “make a
difference” by helping other people, the school,
or community.
Meaningful evaluations are completed in a
timely manner (pre-conference / observation /
post conference).
Meaningful evaluations are completed with
appropriate professional growth objectives.
Promotes trust amongst staff (Teacher: Teacher).
Promotes trust amongst staff (Administration:
Teacher).
Promotes collegiality amongst staff (Teacher:
Teacher).
Promotes collegiality amongst staff
(Administration: Teacher).
Is an inviting place for staff to work.
Is a supportive place for staff to work.
Is a safe place for staff (physical safety).

(continued on next page)
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Table 2. New Comprehensive Measurement of School Climate (continued)
Subscale
Vision
Alpha = .86

Item
Number
Vis1
Vis2
Vis3
Vis4

Leadership
Alpha = .95

Supt1
Supt2
Supt3
Supt4
Supt5
Supt6
Supt7
Supt8
Supt9
Supt10
Supt11

Item Wording
I am optimistic about the future of District #54.
I am optimistic about my future success with
District #54.
I am proud to work for District #54.
I feel more committed to a career with District
#54 this year than I did a year ago.
I feel that District #54 leadership (Board of
Education & Superintendent) cares about its
people.
I am satisfied with my understanding of the
direction and goals of District #54.
District #54 leadership (Board of Education &
Superintendent) has made changes that are
positive for the community.
District #54 leadership (Board of Education &
Superintendent) has made changes that are
positive for me.
District #54 leadership (Board of Education &
Superintendent) has made decisions based on the
best interest of students.
District #54 leadership (Board of Education &
Superintendent) has made decisions based on the
best interest of the staff.
District #54 leadership (Board of Education &
Superintendent) has made decisions based on the
best interest of the community.
District #54 leadership (Board of Education &
Superintendent) is responding appropriately to
important external issues.
District #54 leadership (Board of Education &
Superintendent) is responding appropriately to
internal issues that arise.
District #54 leadership (Board of Education &
Superintendent) promotes community
involvement in the educational process.
District #54 Leadership (Board of Education &
Superintendent) makes decisions that are fiscally
responsible.
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Subject-Matter Experts

In planning for the FY13 school climate survey, I looked to further refine the
survey to make it more focused and relevant to the local context. A focus group was
utilized to examine and share their thoughts on the school climate survey. Two teacher
representatives, one administrator from each building, two school board members, and
the superintendents were asked to participate on the committee. A standing committee
of nine was developed to analyze data, provide suggestions for improvements, add or
eliminate items, and promote the survey. During the initial meeting, committee
members expressed their concerns on what they believed the items meant as to what
information was actually being sought. The committee believed that a number of items
could be reworded to provide further clarity.
The committee also suggested the items be realigned to fall into categories to
provide a more structured feel to the survey. As such, the school climate survey was
divided into the following categories: Respondent’s Perceptions of Student
Development, Respondent’s Perceptions of Curriculum, Respondent’s Perceptions of
Communication and Community, Respondent’s Perceptions of Staff, Respondent’s
Perceptions of Mission and Vision, and Respondent’s Perceptions of Educational
Leadership.
An additional suggestion from the committee included the importance of all
certified stakeholders participating in the survey along with the timing of the survey.
From those suggestions, it was determined that the school climate survey would be
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administered at the Teacher’s Institute Day following winter break. The committee
believed in the importance of the survey and believed allotting time during the institute
would be most beneficial for the district. Ninety minutes was set aside for the
administration of the survey.
During the FY14 survey, members of the school climate committee would begin
preparing for the annual survey in October. There were no changes to the committee
membership. During the meeting, committee members reviewed the items from the
previous school year. Committee members also reviewed the executive report from the
previous year and referenced the school climate historical reference document. The
committee did not recommend any changes to the structure of the survey or the item set.
The committee believed that the changes that were implemented the previous
year were reflective of the needs of the district. After further discussion, the committee
decided that it would be beneficial for their colleagues to hear about their roles in the
survey development and proctoring. Therefore, certified teaching staff discussed the
importance of the survey with staff prior to their participation. Tables 3 summarizes the
participants. Table 4 summarizes questions asked in each of the survey years.

Table 3. Summary of School Climate Participants
Survey
Date
July 2011
April 2012
January 2013
January 2014
January 2015
January 2016

Number of
Participants
67
70
79
82
85
77

Original
Participants
NA
67
65
64
62
60

Previous
Participants
NA
67
68
77
82
73

New
Participants
NA
3
11
5
3
4
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Table 4. Summary of School Climate Survey Items
Variable
07/11
Is a supportive and inviting place for
√
students to learn.
Sets high standards for academic
√
performance of all students.
Promotes academic success for all students.
√
Emphasizes helping students academically
√
when they need it.
* Provides adequate counseling and
√
support services for students.
Provides adequate counseling and support
services for students (social
work/psychologist).
Emphasizes teaching lessons in way
√
relevant to students.
* Is a supportive and inviting place for staff
√
to work.
Is an inviting place for staff to work
Is a supportive place for staff to work.
* Promotes trust and collegiality among
√
staff.
Promotes trust among staff (teacher :
teacher).
Promotes trust among staff (teacher :
administration).
Promotes collegiality among staff (teacher :
teacher).
Promotes collegiality among staff (teacher :
administrator)
* Provides the materials, resources, and
√
trainings needed to do your job.
Provides the resources to do my job
effectively.
Provides the materials to do my job
effectively.
* Provides the materials, resources, and
√
training needed to work with special
education (IEP) students.
Provides the resources needed to work with
special education (IEP) students.
Provides the materials needed to work with
special education (IEP) students.

04/12
√

01/13
√

01/14
√

01/15
√

01/16
√

√

√

√

√

√

√
√

√
√

√
√

√
√

√
√

√

√

√

√

√

√

√

√

√
√

√
√

√
√

√
√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√
√

√

√

√

(Continued on following page)
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Table 4. Summary of School Climate Survey Items (continued)
Variable
Gives all students equal opportunity to
participate in numerous extracurricular and
enrichment activities.
Gives students opportunities to “make a
difference” by helping other people, the
school, or community.
Emphasizes using instructional materials
that reflect the culture or ethnicity of its’
students.
Fosters an appreciation of student diversity
and respect for each other.
Clearly communicates to students the
consequences of breaking school rules.
+ Clearly communicates results of
disciplinary actions to staff.
- Handles discipline problems fairly.
Effectively handles student discipline and
behavioral problems.
* Is a safe place for students.
Is a safe place for students (physical safety).
* Is a safe place for staff.
Is a safe place for staff (physical safety).
Is welcoming and facilitates parent
involvement.
Has clean and well-maintained facilities and
property.
- Has before/after school programs to assist
students.
* Adequate support is in place for students.
Support systems are initiated for students
with ongoing behavioral concerns.
+ Meaningful evaluations are completed in a
timely manner (preconference/observation/post-conference)

07/11
√

04/12
√

01/13
√

01/14 01/15 01/16
√
√
√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√
√

√
√

√
√

√
√

√
√

√

√

√

√

√

√

√
√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

√

Meaningful evaluations are completed with
appropriate professional goals/objectives.

√

√

* I feel comfortable expressing
ideas/concerns with my building principal.

√

√

(Continued on following page)
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Table 4. Summary of School Climate Survey Items (continued)
Variable
07/11 04/12 01/13 01/14 01/15 01/16
I feel comfortable conversing with my
√
√
√
√
building administration
(principal/assistant principal/special
populations/dean of students).
- Changes in state legislation have a
√
√
positive impact on education.
I am optimistic about the future of
√
√
√
√
√
√
District #54.
+ I am optimistic about my future
√
√
√
√
success with District #54.
I am proud to work for District #54.
√
√
√
√
√
√
I feel more committed to a career with
√
√
√
√
√
√
District #54 this year than I did as year
ago.
* I feel that District #54 cares about its’
√
√
people.
I feel that District #54 leadership (Board
√
√
√
√
of Education & Superintendent) cares
about its’ people.
I am satisfied with my understanding of
√
√
√
√
√
√
the direction and goals of District #54.
* District #54 leadership has made
√
√
changes that are positive for the
community.
District #54 leadership (Board of
√
√
√
√
Education & Superintendent) has made
changes that are positive for the
community.
* District #54 leadership has made
√
√
changes that are positive for me.
District #54 leadership (Board of
√
√
√
√
Education & Superintendent) has made
changes that are positive for me.
+ District #54 leadership (Board of
√
√
√
√
Education & Superintendent) has made
decisions based on the best interest of
students.
+ District #54 leadership (Board of
√
√
√
√
Education & Superintendent) has made
decisions based on the best interest of
staff.
(Continued on following page)
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Table 4. Summary of School Climate Survey Items (continued)
Variable
07/11 04/12 01/13 01/14 01/15 01/16
+ District #54 leadership (Board of
√
√
√
√
Education & Superintendent) has made
decisions based on the best interest of
the community.
* District #54 leadership is responding to
√
√
the important external issues.
District #54 leadership (Board of
√
√
√
√
Education & Superintendent) is
responding to the important external
issues.
* District #54 leadership is responding to
√
√
the important internal issues.
District #54 leadership (Board of
√
√
√
√
Education & Superintendent) is
responding to the important internal
issues.
* District #54 promotes community
√
√
involvement in the educational process.
District #54 leadership (Board of
√
√
√
√
Education & Superintendent) promotes
community involvement in the
educational process.
- District #54 students are as prepared to
√
√
enter Morris High School as other feeder
districts.
+ District #54 leadership (Board of
√
√
√
√
Education & Superintendent) makes
decisions that are fiscally responsible.
During the subject-matter expert meetings, committee members discussed
possible misinterpretation of some of the survey items. Many of those survey items
were rewritten to provide further clarity to the item. Those items that were rewritten to
provide clarity are denoted with an “*” in Table 4. The committee also chose to add and
delete items for the January 2013 survey. Those items that were added to the survey are
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denoted with a “+” (Table 4). Those items that were removed from the survey are
indicated with a “-” (Table 4).
Additionally, committee members believed that district-level leadership items
needed to be identified as such. Members of the committee felt teachers were reflecting
on building-level administration rather than district-level administration. To provide
clarity, the committee decided to add “Board of Education & Superintendent” to those
items that were district-level based.

Survey Background and Use

Over the past six years, the new comprehensive measurement of school climate
has been administered six times. Details of each of those surveys will be discussed
below.
Certified and non-certified staff members were invited to participate in the
survey. The survey was open to staff members from July 19, 2011 – August 21, 2011.
Sixty-seven of one hundred staff members participated in the original survey. Staff
members were invited to participate in the survey via email. The link to the survey was
included in that email. Two reminder emails were sent out following the original email.
Staff members who were new to the district were not invited to participate in the survey.
Results of the survey were tabulated by Survey Monkey and presented to the Board of
Education in September of 2011. Items that were above the 80% threshold of Strongly
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Agree / Agree were considered to be a “Success.” Items that were below 50% were
considered to be a “Risk.” At the outset of the original results, the district and individual
campuses were not required to submit action plans to address “Risk” areas. Open
response comment boxes were available at the end of the survey.
The school climate survey was open to participants from April 9, 2012, through
April 20, 2012. Participants were invited to participate in the survey via email. Eightyfour participation invitations were sent. Seventy surveys were completed. Certified
staff members received two additional email reminders. Survey Monkey tabulated the
results. The timing of the survey may have altered respondents’ perceptions, as it was
administered the Monday following non-renewal notifications. Results of the survey
were presented to the Board of Education in June of 2012.
The FY13 school climate survey was the first survey that featured a composite
forecast page. Each of the six subcategories was averaged to show the percent that
Strongly Agree, Agree, Disagree, or Strongly Disagree with each of the six
subcategories. Subcategories that averaged a combined 80% or higher in Strongly Agree
and Agree were deemed a “Success.” Those that fell below 80% were deemed a “Risk.”
An overall climate forecast was developed from the average of the six subcategories in
the above-mentioned response areas.
It was also determined that the district or its individual buildings needed to
formalize action on items that were below 50% and considered a “Risk.” From those
items, the district or its buildings developed building action plans. Areas that were
deemed a “Moderate Risk” (51%-79%) were not required to develop action plans.
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The subcategory of Respondent’s Perception of Student Development featured
eight items. The subcategory of Respondent’s Perception of Curriculum featured seven
items. Respondent’s Perception of Communication and Community included six items.
Respondent’s Perception of Staff included ten items. Respondent’s Perception of
Mission and Vision had four items. Respondent’s Perception of Educational Leadership
(superintendent and Board of Education specificly) featured eleven items. In total,
certified staff responded to 46 items focused on school climate. The responses from the
76 certified staff members were presented to the Board of Education in February 2013.
The same proctoring structure was utilized in FY14 as in FY13. Eighty-two
surveys were submitted during the two-hour survey window. Two hours were allotted
because teachers had a late arrival due to the cold weather. Once survey results were
obtained, the committee met to discuss the results of the survey. At that meeting,
committee members agreed that 50% was no longer seen as a “Risk” area. The
committee increased that number to 65% as being a “Risk,” 66%-79% being a
“Moderate Risk,” and 80% and above being a “Success.” The committee also believed
that the building action plans were responsible for the increase seen at the building and
district levels. The complete results of the survey were presented to the Board of
Education in February of 2014.
The FY15 survey process mirrored that of the FY13 and FY14 process.
Committee members remained the same. Committee members reviewed items and did
not recommend any changes. During the survey, staff members were instructed that
they needed to take the survey independently and not within their grade-level teams.
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Eighty-five surveys were collected. The time allotted was significantly longer than in
previous years. Originally, the survey was going to be open for 90 minutes. However,
connectivity at one of the campuses prolonged the time frame. Once all responses were
collected it was calculated that the average response time was 37 minutes. The
executive report for the survey was presented to the Board of Education in January of
2015, after the school climate committee reviewed those results.
The January 2016 version of the survey was used in the current study as the
measure of school climate. In addition, the MLQ was given and several demographics
items were completed.

Study Procedure

My study addressed my research questions using cross-sectional methodology.
The purpose of my study was two-fold. First, I wanted to validate the school climate
measure that has been used in my district for a number of years. Next, I wanted to
explore the associations among perceived principal leadership style and school climate.
NIU IRB approval to conduct the study in my home district was sought and obtained in
December of 2015. Although it is unusual to collect dissertation data prior to a formal
dissertation proposal, both my dissertation chair and the IRB committee who approved
my study agreed that because of timing constraints, it was permissible to proceed.
Specifically, in order to examine associations among leadership and school climate, both
surveys needed to be administered simultaneously. Because the school district has
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committed to administering the school climate survey in January each year, it was
necessary to proceed with the district planned survey administration but also add in the
leadership questionnaire.
Email addresses that appear in the rural Illinois elementary school Certified Staff
mailing group received an invitation to participate in the survey in January 2016.
Participants received an embedded link that took them to Survey Monkey. All
participants were required to take the school climate survey. Once the school climate
survey was complete, participants were given the choice to continue to the MLQ Form 5
or opt out. Participants saw a page that provided the rationale for the study and asked
participants to provide consent. Participants who provided consent were directed to the
survey. Please see Appendix A for study materials.

Participants

Participants in this study were 77 elementary school teachers in grades
kindergarten – eighth grade in rural Illinois. The teachers in this study were composed
of educators employed in the same district as me, and I served as the building principal
for all participants. Hence, it was extremely important that all study materials were
completely anonymous and participants had the chance to opt out at any time while
completing the leadership survey. All certified teachers in grades preschool – eighth
grade were invited to participate. Other certified staff members such as exploratory,
social workers, speech pathologists, and RtI interventionists were also invited to
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participate. Participants in the study received a link to the survey through their school
email account. Survey Monkey hosted the online survey. Respondents to the survey
remained anonymous. Responses were collected and stored in Survey Monkey but were
transferred to SPSS for data analysis.
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CHAPTER FOUR

RESULTS

In this chapter the results of data analyses are presented. Data were collected,
processed, and analyzed in response to the research questions presented in Chapter 3.
Chapter 4 provides descriptive statistics and preliminary analysis for each research
question. Question 1 examines the psychometric properties of a new comprehensive
measure of school climate. Question 2 examines the associations of school climate and
leadership style. Additionally, findings from the data are presented along with
implications for educational leaders.

Preliminary Analyses

Two instruments were utilized for this study: the MLQ Form 5X (Bass and
Avolio, 1997), which was used to examine leadership behaviors, and the new
comprehensive measurement of school climate, which was used to measure teacher
perceptions of school and district climate. The new comprehensive measurement of
school climate examines those conditions which shape school-level conditions. Data
from the survey instruments were initially examined utilizing descriptive statistics. Of
the 77 respondents who started to take the new measure of school climate, 76
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participants actually completed the survey. Therefore, 76 participants were included in
the data set. Of the 76 respondents, 100% of them answered all items on the new
comprehensive measurement of school climate. Upon completing the school climate
portion of the survey, participants were given the option to continue to the MLQ Form
5X or opt out of the study at that time. Sixty-seven certified staff members continued
and ultimately completed the leadership survey. Table 5 provides demographics for
those who participated in the new comprehensive measurement of school climate.
Descriptive demographics were also gathered for the MLQ Form 5X (Table 6). Forty-six
participants from the elementary school participated in the MLQ Form 5X, whereas 21
participants from the middle school completed the MLQ Form 5X.

Table 5: Demographic Descriptives for the New Comprehensive Measurement of School
Climate Total Sample
Sample
Total

N
76

% total sample
100.00

Elementary School
Middle School

51
25

67.10
32.90

Table 6: Demographic Descriptives for the MLQ Form 5X Total Sample
Sample
Total

N
67

% total sample
100.00

Elementary School
Middle School

46
21

68.66
31.34
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Research Question 1

Research Question 1: What are the psychometric properties of a new measure of school
climate?
Hypothesis 1: All subcategories of the new comprehensive measurement of school
climate will be valid and reliable. - Supported

As discussed earlier, the new comprehensive measurement of school climate
includes six subscales. These subscales are Student Development, Curriculum,
Communication and Community, Staff, Vision, and Leadership. The number of items in
each subscale varies. Student Development includes eight items, Curriculum features
seven items, Communication and Community has six items, Staff incorporates nine
items, Vision includes four items, and Leadership contains eleven items. There are 45
total items on the new comprehensive measurement of school climate.
In order to assess the reliability and validity of the new comprehensive measure
of school climate, a number of steps were taken. First, all items were examined for
minimums, maximums, means, standard deviations, skew and kurtosis. Each item on
each subscale is presented in Tables 7-30 below. Please note that skew and kurtosis were
eliminated from the tables as they were within acceptable limits for all items on all
subscales. In addition to item-level descriptives, inter-item correlations were conducted
as well.
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One item was eliminated (“Has clean and well-maintained facilities”). Each
subscale was examined via inter-item correlations and Cronbach’s alpha coefficients for
scale reliabilities.

Table 7: Student Development Subscale Means
Variable
1. Promotes academic
success for all students.
2. Fosters an appreciation of
student diversity and
respect for each other.
3. Gives all students equal
opportunity to participate
in numerous
extracurricular and
enrichment activities.
4. Support systems are
initiated for students with
ongoing behavioral
concerns.
5. Provides adequate
socioemotional support
services for students
(social
work/psychologist).
6. Effectively handles
student discipline and
behavioral problems.
7. Is a supportive and
inviting place for students
to learn.
8. Is a safe place for students
(physical safety).

n

Minimum Maximum
Range
Range

Mean
Statistic

Mean
(SD)

76

1.00

4.00

1.8684

.61843

76

1.00

3.00

1.9079

.49471

76

1.00

4.00

1.8947

.75858

76

1.00

4.00

2.4342

.77176

76

1.00

4.00

1.9342

.61829

76

1.00

4.00

2.7368

.77233

76

1.00

3.00

1.7368

.52582

76

1.00

4.00

1.6711

.64059

Table 8: Student Development Inter-Item Correlation Matrix
Variable

1. Promotes academic
success for all students.
2. Fosters an appreciation of
student diversity and
respect for each other.
3. Gives all students equal
opportunity to participate
in numerous
extracurricular and
enrichment activities.
4. Support systems are
initiated for students with
ongoing behavioral
concerns.
5. Provides adequate
socioemotional support
services for students
(social
work/psychologist).
6. Effectively handles
student discipline and
behavioral problems.
7. Is a supportive and
inviting place for students
to learn.
8. Is a safe place for students
(physical safety).

1.

2.

3.

4.

5.

6.

7.

8.

-----.483

------

.340

.294

------

.484

.455

.352

------

.361

.416

.497

.396

------

.457

.389

.384

.821

.354

------

.384

.521

.398

.384

.479

.418

------

.394

.366

.339

.401

.315

.496

.571

------
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Table 9: Student Development Item Total Statistics
Variable

Corrected Item-Total
Correlation

1. Promotes academic success for all
students.
2. Fosters an appreciation of student
diversity and respect for each other.
3. Gives all students equal opportunity to
participate in numerous extracurricular
and enrichment activities.
4. Support systems are initiated for
students with ongoing behavioral
concerns.
5. Provides adequate socioemotional
support services for students (social
work/psychologist).
6. Effectively handles student discipline
and behavioral problems.
7. Is a supportive and inviting place for
students to learn.
8. Is a safe place for students (physical
safety).

Cronbach's Alpha if Item
Deleted

.577

.836

.573

.838

.512

.846

.683

.822

.556

.838

.694

.821

.623

.833

.569

.836

Table 10: Student Development Reliability Statistics
Cronbach's Alpha

Cronbach's Alpha
Based on Standardized
Items

N of Items

.852

.856

8
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Table 7 shows the Student Development Subscale means. The range and means
are included in the table. The maximum range was 3 or 4, dependent on the item. For
example, Item 2 and Item 7 have a maximum of 3.0. Means from the items range from
1.6711 to 2.7368, which indicate that a majority of participants indicated agreement with
the item. The range for the items are Strongly Agree (1.0) to Strongly Disagree (4.0).
The inter –item correlation matrix can be found in Table 8. The inter-item correlations
ranged from .294 to .821, indicating moderate to strong inter-item correlation
relationships. Table 9 displays the Student Development item-total statistics. The
Cronbach’s Alpha If Item Deleted column indicates that the alpha coefficient would
drop if any one item were deleted. Therefore, all items on the subscale were retained.
All item total correlations in this subscale were considered strong and positive,
indicating high reliability, ranging from .512 to .694. Table 10, Student Development
Reliability Statistics, for the total subscale with eight items indicates a Cronbach’s alpha
coefficient of .85, which is acceptable for social science research.
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Table 11: Curriculum Subscale Means
Variable
9. Provides the resources
(supports, training,
professional development,
etc.) to do my job
effectively.
10. Provides the materials
(curriculum, books,
manipulatives, technology,
etc.) to do my job
effectively.
11. Provides the resources
needed to work with
special education (IEP)
students.
12. Provides the materials
needed to work with
special education (IEP)
students.
13. Emphasizes helping
students academically
when they need it.
14. Emphasizes teaching
lessons in ways relevant to
students.
15. Sets high standards for
academic performance for
all students.

n

Minimum Maximum
Range
Range

Mean
Statistic

Mean
(SD)

76

1.00

3.00

2.2500

.65574

76

1.00

3.00

2.0263

.63190

76

1.00

3.00

2.0000

.56569

76

1.00

3.00

1.9737

.54095

76

1.00

3.00

1.8289

.47295

76

1.00

3.00

1.8684

.49912

76

1.00

4.00

2.0395

.70125

Table 12: Curriculum Inter-Item Correlation Matrix
Variable
9. Provides the resources
(supports, training,
professional development,
etc.) to do my job effectively.
10. Provides the materials
(curriculum, books,
manipulatives, technology,
etc.) to do my job effectively.
11. Provides the resources needed
to work with special
education (IEP) students.
12. Provides the materials needed
to work with special
education (IEP) students.
13. Emphasizes helping students
academically when they need
it.
14. Emphasizes teaching lessons
in ways relevant to students.
15. Sets high standards for
academic performance for all
students.

9.

10.

11.

12.

13.

14.

15.

------

.660

------

.611

.560

------

.583

.587

.741

------

.484

.506

.399

.399

------

.468

.434

.378

.333

.468

------

.471

.419

.370

.460

.543

.434

------

86

87
Table 13: Curriculum Item Total Statistics
Variable

9.
10.
11.
12.
13.
14.
15.

Corrected Item-Total
Correlation

Provides the resources (supports,
training, professional development,
etc.) to do my job effectively.
Provides the materials (curriculum,
books, manipulatives, technology,
etc.) to do my job effectively.
Provides the resources needed to
work with special education (IEP)
students.
Provides the materials needed to
work with special education (IEP)
students.
Emphasizes helping students
academically when they need it.
Emphasizes teaching lessons in ways
relevant to students.
Sets high standards for academic
performance for all students.

Cronbach's Alpha if
Item Deleted

.733

.836

.701

.841

.675

.845

.694

.843

.615

.854

.543

.862

.577

.862

Table 14: Curriculum Reliability Statistics
Cronbach's Alpha

Cronbach's Alpha
Based on Standardized
Items

N of Items

.868

.871

7
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Table 11 shows the Curriculum Subscale means.

The range and means are

included in the table. The maximum range was 3 or 4 dependent on the item. For
example, Item 10 had a maximum of 3.0, while Item 15 had a maximum of 4.0. Means
from the items range from 1.8289 to 2.2500, which indicate that a majority of
participants indicated agreement with the item. The range for the items are Strongly
Agree (1.0) to Strongly Disagree (4.0). The inter –item correlation matrix can be found
in Table 12. The inter-item correlations ranged from .333 to .660, indicating moderate
to strong inter-item correlation relationships. Table 13 displays the Curriculum itemtotal statistics.

The Cronbach’s Alpha If Item Deleted column indicates that the alpha

coefficient would drop if any one item were deleted. Therefore, all items on the
subscale were retained. All item total correlations in this subscale were considered
strong and positive, indicating high reliability, ranging from .543 to .733. Table 14,
Curriculum Reliability Statistics, for the total subscale with seven items indicates a
Cronbach’s alpha coefficient of .868, which is acceptable for social science research.
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Table 15: Communication and Community Subscale Means
Variable
16. Clearly communicates to
students and parents the
consequences of breaking
school rules.
17. Clearly communicates
results of disciplinary
actions to staff.
18. I feel comfortable
conversing with my
building administration
(District
Principal/Associate
Principal/Director of
Special Populations/Dean
of Students).
19. Is welcoming to and
facilitates parent
involvement.
20. Emphasizes using
informational and
instructional materials
that reflect the culture and
ethnicity of its families.
21. Gives students
opportunities to "make a
difference" by helping
other people, the school,
or community.

n

Minimum Maximum
Range
Range

Mean
Statistic

Mean
(SD)

76

1.00

4.00

2.4211

.71672

76

1.00

4.00

2.6184

.67265

76

1.00

4.00

2.1053

.77595

76

1.00

3.00

1.8026

.56615

76

1.00

4.00

1.9868

.52898

76

1.00

4.00

1.8684

.61843

Table 16: Communication and Community Inter-Item Correlation Matrix
Variable
16. Clearly communicates to students
and parents the consequences of
breaking school rules.
17.

Clearly communicates results of
disciplinary actions to staff.

18.

I feel comfortable conversing with
my building administration (District
Principal/Associate
Principal/Director of Special
Populations/Dean of Students).
Is welcoming to and facilitates
parent involvement.

19.
20.

21.

Emphasizes using informational and
instructional materials that reflect
the culture and ethnicity of its
families.
Gives students opportunities to
"make a difference" by helping
other people, the school, or
community.

16.

17.

18.

19.

20.

21.

-----.753

------

.375

.385

------

.470

.395

.473

------

.402

.323

.328

.392

------

.157

.166

.335

.420

.402

------

90
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Table 17: Communication and Community Item Total Statistics
Variable

Corrected Item-Total
Correlation

16. Clearly communicates to students and
parents the consequences of breaking
school rules.
17. Clearly communicates results of
disciplinary actions to staff.

Cronbach's Alpha if
Item Deleted

.620

.731

.589

.740

18. I feel comfortable conversing with my
building administration (District
Principal/Associate Principal/Director of
Special Populations/Dean of Students).

.528

.759

19. Is welcoming to and facilitates parent
involvement.

.616

.737

20. Emphasizes using informational and
instructional materials that reflect the
culture and ethnicity of its families.

.511

.761

21. Gives students opportunities to "make a
difference" by helping other people, the
school, or community.

.386

.787

Table 18: Communication and Community Reliability Statistics
Cronbach's Alpha

Cronbach's Alpha
Based on Standardized
Items

N of Items

.786

.790

6

92
Table 15 shows the Communication and Community Subscale means.

The

range and means are included in the table. The maximum range was 3 or 4, dependent
on the item. For example, Item 19 had a maximum of 3.0, while Item 21 had a
maximum of 4.0. Means from the items range from 1.8026 to 2.6184, which indicate
that a majority of participants indicated agreement with the item. The range for the
items are Strongly Agree (1.0) to Strongly Disagree (4.0). The inter –item correlation
matrix can be found in Table 16. The inter-item correlations ranged from .157 to .750,
indicating moderate to strong inter-item correlation relationships. Table 17 displays the
Communication and Community item total statistics.

The Cronbach’s Alpha If Item

Deleted column indicates that the alpha coefficient would drop if any one item were
deleted. Therefore, all items on the subscale were retained. All item-total correlations
in this subscale were considered strong and positive, indicating moderate to high
reliability, ranging from .3863 to .620. Table 18, Communication and Community
Reliability Statistics, for the total subscale with six items indicates a Cronbach’s alpha
coefficient of .790, which is acceptable for social science research.
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Table 19: Staff Subscale Means
Variable
22. Meaningful evaluations
are completed in a timely
manner (preconference/observation/p
ost conference).
23. Meaningful evaluations
are completed with
appropriate professional
growth objectives.
24. Promotes trust amongst
staff (Teacher : Teacher).
25. Promotes trust amongst
staff (District
Principal/Associate
Principal/Director of
Special Populations/Dean
of Students : Teacher).
26. Promotes collegiality
amongst staff (Teacher :
Teacher).
27. Promotes collegiality
amongst staff (District
Principal/Associate
Principal/Director of
Special Populations/Dean
of Students : Teacher).
28. Is an inviting place for
staff to work?
29. Is a supportive place for
staff to work.
30. Is a safe place for staff
(physical safety).

n

Minimum Maximum
Range
Range

Mean
Statistic

Mean
(SD)

76

1.00

4.00

2.0263

.67278

76

1.00

4.00

2.1184

.71119

76

1.00

4.00

1.8684

.63963

76

1.00

4.00

2.3289

.80644

76

1.00

4.00

1.7763

.64495

76

1.00

4.00

2.2500

.76811

76

1.00

4.00

1.9079

.63619

76

1.00

4.00

2.0789

.76181

76

1.00

4.00

1.5658

.61829

Table 20: Staff Inter-Item Correlation Matrix
Variable
22. Meaningful evaluations are completed
in a timely manner (preconference/observation/post
conference).
23. Meaningful evaluations are completed
with appropriate professional growth
objectives.
24. Promotes trust amongst staff
(Teacher : Teacher).
25. Promotes trust amongst staff
(Administration : Teacher).

22.

23.

24.

25.

26.

27.

28.

29.

30.

------

.829

------

.349

.474

------

.697

.791

.499

------

26. Promotes collegiality amongst staff
(Teacher : Teacher).

.444

.582

.800

.579

------

27. Promotes collegiality amongst staff
(Administration : Teacher).

.710

.799

.502

.877

.653

------

28. Is an inviting place for staff to work.

.629

.732

.658

.710

.664

.730

------

29. Is a supportive place for staff to work.

.542

.573

.432

.608

.498

.581

.730

------

30. Is a safe place for staff (physical
safety).

.477

.543

.562

.531

.589

.484

.710

.612

------

94

95

Table 21: Staff Item Total Statistics
Variable
22. Meaningful evaluations are completed in
a timely manner (preconference/observation/post conference).
23. Meaningful evaluations are completed
with appropriate professional growth
objectives.
24. Promotes trust amongst staff (Teacher :
Teacher).
25. Promotes trust amongst staff
(Administration : Teacher).
26. Promotes collegiality amongst staff
(Teacher : Teacher).
27. Promotes collegiality amongst staff
(Administration : Teacher).
28. Is an inviting place for staff to work.
29. Is a supportive place for staff to work.
30. Is a safe place for staff (physical safety).

Corrected Item-Total
Correlation

Cronbach's Alpha
if Item Deleted

.722

.929

.830

.923

.637

.934

.826

.923

.729

.929

.834

.922

.864

.921

.694

.931

.680

.931

Table 22: Staff Reliability Statistics
Cronbach's Alpha

Cronbach's Alpha
Based on Standardized
Items

N of Items

.935

.935

9
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Table 19 shows the Staff Subscale means.

The range and means are included in

the table. The maximum range was 4.0 on all of the items. Means from the items range
from 1.5658 to 2.3289, which indicate that a majority of participants indicated
agreement with the item. The range for the items are Strongly Agree (1.0) to Strongly
Disagree (4.0). The inter –item correlation matrix can be found in Table 20. The interitem correlations ranged from .349 to .8770, indicating moderate to strong inter-item
correlation relationships. Table 21 displays the Staff item total statistics.

The

Cronbach’s Alpha If Item Deleted column indicates that the alpha coefficient would
drop if any one item were deleted. Therefore, all items on the subscale were retained.
All item total correlations in this subscale were considered strong and positive,
indicating moderate to high reliability, ranging from .637 to .864. Table 22, Staff
Reliability Statistics, for the total subscale with nine items indicates a Cronbach’s alpha
coefficient of .935, which is acceptable for social science research.
Table 23: Vision Subscale Means
Variable
31.
32.
33.
34.

I am optimistic about
the future of District
#54.
I am optimistic about
my future success with
District #54.
I am proud to work for
District #54.
I feel more committed
to a career with District
#54 this year than I did
a year ago.

n

Minimum Maximum
Range
Range

Mean
Statistic

Mean
(SD)

76

1.00

3.00

1.9737

.61044

76

1.00

4.00

1.9342

.66001

76

1.00

4.00

1.8553

.68710

76

1.00

4.00

2.1447

.70624

Table 24: Vision Inter-Item Correlation Matrix
Variable
31. I am optimistic about the future of
District #54.
32.

I am optimistic about my future success
with District #54.

33.

I am proud to work for District #54.

34.

I feel more committed to a career with
District #54 this year than I did a year
ago.

31.

32.

33.

34.

-----.757

------

.658

.684

------

.658

.736

.621

------

97
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Table 25: Vision Item Total Statistics
Variable

Corrected ItemTotal Correlation

Cronbach's Alpha if
Item Deleted

31. I am optimistic about the future of
District #54.

.778

.864

32. I am optimistic about my future success
with District #54.

.829

.843

.726

.882

.751

.873

33. I am proud to work for District #54.
34. I feel more committed to a career with
District #54 this year than I did a year
ago.
Table 26: Vision Reliability Statistics
Cronbach's Alpha

Cronbach's Alpha
Based on Standardized
Items

N of Items

.896

.897

4

Table 23 shows the Vision Subscale means.

The range and means are included

in the table. The maximum range was 3 or 4 dependent on the item. For example, Item
31 had a maximum of 3.0, while Item 34 had a maximum of 4.0. Means from the items
range from 1.8533 to 2.1447, which indicate that a majority of participants indicated
agreement with the item. The range for the items are Strongly Agree (1.0) to Strongly
Disagree (4.0). The inter –item correlation matrix can be found in Table 24. The interitem correlations ranged from .621 to .757, indicating moderate to strong inter-item
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correlation relationships. Table 25 displays the Vision item total statistics.

The

Cronbach’s Alpha If Item Deleted column indicates that the alpha coefficient would
drop if any one item were deleted. Therefore, all items on the subscale were retained.
All item total correlations in this subscale were considered strong and positive,
indicating moderate to high reliability, ranging from .726 to .829. Table 26, Vision
Reliability Statistics, for the total subscale with 4 Items indicates a Cronbach’s alpha
coefficient of .897, which is acceptable for social science research.
Table 27: Leadership Subscale Means
Variable

n

35. I feel that District #54
leadership (Board of
Education & Superintendent)
cares about its people.
36. I am satisfied with my
understanding of the
direction and goals of
District #54.
37. District #54 leadership
(Board of Education &
Superintendent) has made
changes that are positive for
the community.
38. District #54 leadership
(Board of Education &
Superintendent) has made
changes that are positive for
me.

Minimum Maximum
Range
Range

Mean
Statistic

Mean
(SD)

76

1.00

3.00

1.9211

.48341

76

1.00

4.00

2.2895

.62856

76

1.00

3.00

1.9474

.53900

76

1.00

3.00

1.9868

.44702

(Continued on following page)
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Table 27: Leadership Subscale Means (continued)
Variable
39. District #54 leadership (Board
of Education & Superintendent)
has made decisions based on the
best interest of the students.
40. District #54 leadership (Board
of Education & Superintendent)
has made decisions based on the
best interest of the staff.
41. District #54 leadership (Board
of Education & Superintendent)
has made decisions based on the
best interest of the community.

n

Minimum Maximum
Range
Range

Mean
Statistic

Mean
(SD)

76

1.00

3.00

2.0789

.56008

76

1.00

3.00

2.1184

.56491

76

1.00

3.00

2.0132

.47591

76

1.00

3.00

2.2500

.51962

76

1.00

3.00

2.2500

.51962

76

1.00

3.00

2.0789

.51025

76

1.00

3.00

2.2237

.57962

42. District #54 leadership

(Board of Education &
Superintendent) is
responding appropriately to
internal issues that arise (i.e.
curriculum adoption, staffing
patterns, communication
amongst staff)
43. District #54 leadership
(Board of Education &
Superintendent) is
responding appropriately to
internal issues that arise (i.e.
curriculum adoption, staffing
patterns, communication
amongst staff).
44. District #54 leadership
(Board of Education &
Superintendent) promotes
community involvement in
the educational process.
45. District #54 leadership
(Board of Education &
Superintendent) makes
decisions that are fiscally
responsible.

Table 28: Leadership Inter-Item Correlation Matrix
Variable
35. I feel that District #54 leadership
cares about its people.
36. I am satisfied with my understanding
of the direction and goals of District
#54.
37. District #54 leadership has made
changes that are positive for the
community.
38.

District #54 leadership has made
changes that are positive for me.

39.

District #54 leadership has made
decisions based on the best interest
of the students.
District #54 leadership has made
decisions based on the best interest
of the staff.
District #54 leadership has made
decisions based on the best interest
of the community.

40.

41.

42.

43.
44.
45.

District #54 leadership is responding
appropriately to important external
issues that arise.
District #54 leadership is responding
appropriately to internal issues that
arise.
District #54 leadership promotes
community involvement in the
educational process.
District #54 leadership makes
decisions that are fiscally responsible.

35.

36.

37.

38.

39.

40.

41.

42.

43.

44.

45.

-----.427

------

.598

.439

------

.550

.393

.772

------

.664

.464

.676

.643

------

.669

.428

.634

.640

.855

------

.700

.433

.782

.753

.796

.788

------

.365

.393

.661

.466

.377

.376

.502

------

.345

.510

.428

.474

.527

.534

.472

.359

------

.458

.427

.549

.589

.491

.522

.545

.589

.629

------

.445

.479

.636

.578

.520

.529

.618

.680

.564

.661

-----
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Table 29: Leadership Item Total Statistics
Variable
35. I feel that District #54 leadership cares
about its people.
36. I am satisfied with my understanding
of the direction and goals of District
#54.
37. District #54 leadership has made
changes that are positive for the
community.
38. District #54 leadership has made
changes that are positive for me.
39. District #54 leadership has made
decisions based on the best interest of
the students.
40. District #54 leadership has made
decisions based on the best interest of
the staff.
41. District #54 leadership has made
decisions based on the best interest of
the community.
42. District #54 leadership is responding
appropriately to important external
issues that arise.
43. District #54 leadership is responding
appropriately to internal issues that
arise.
44. District #54 leadership promotes
community involvement in the
educational process.
45. District #54 leadership makes
decisions that are fiscally responsible.

Corrected ItemTotal Correlation

Cronbach's Alpha if
Item Deleted

.673

.924

.559

.931

.799

.919

.760

.921

.785

.919

.778

.919

.836

.918

.612

.927

.627

.926

.703

.923

.737

.922
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Table 30: Leadership Reliability Statistics
Cronbach's Alpha

Cronbach's Alpha
Based on Standardized
Items

N of Items

.929

.931

11

Table 27 shows the Leadership Subscale means.

The range and means are

included in the table. The maximum range was 3 or 4, dependent on the item. For
example, Item 39 had a maximum of 3.0, while Item 36 had a maximum of 4.0. Means
from the items range from 1.9211 to 2.2895, which indicate that a majority of
participants indicated agreement with the item. The range for the items are Strongly
Agree (1.0) to Strongly Disagree (4.0). The inter –item correlation matrix can be found
in Table 28. The inter-item correlations ranged from .345 to .855, indicating moderate
to strong inter-item correlation relationships. Table 29 displays the Leadership itemtotal statistics.

The Cronbach’s Alpha If Item Deleted column indicates that the alpha

coefficient would drop if any one item were deleted. Therefore, all items on the
subscale were retained. All item total correlations in this subscale were considered
strong and positive, indicating high reliability, ranging from .559 to .8369. Table 30,
Leadership Reliability Statistics, for the total subscale with 11 items indicates a
Cronbach’s alpha coefficient of .931, which is acceptable for social science research.
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Research Question 2

Research Question 2: What are the associations of school climate and leadership style?

Hypothesis 2: Principal transformational leadership behaviors will relate positively to
higher levels of school climate. – Supported
Hypothesis 3: Principal transactional leadership behaviors will relate negatively to
higher levels of school climate. – Not Supported

In order to test Research Question 2 and the corresponding hypotheses, a
Pearson’s bivariate correlation was conducted. Table 31 shows the Leadership item total
statistics. The range and means are included in the table. The maximum range in the new
comprehensive measurement of school climate was 3 or 4, depending on the subscale.
For instance, the Student Development Subscale had a maximum range of 3.0. On the
other hand, the Staff Subscale had a maximum range of 4.0. The range and means for
the MLQ Form 5X are also included. The maximum range for the MLQ Form 5X
subscales is 4.0 or 5.0. For instance, the Idealized Attributes Subscale has a maximum
range of 4.0. The Contingent Rewards Subscale has a maximum range of 5.0. The
mean for subscales in the new comprehensive measurement of school climate range
from 1.98 to 2.13. The range for items on the new comprehensive measurement of
school climate is Strongly Agree (1.0) to Strongly Disagree (4.0). The mean for
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subscales in the MLQ Form 5X range from 2.22 to 3.77. The range for items on the
MLQ Form 5X is Frequently If Not Always (1.0) to Not At All (5.0).
Table 31: Leadership Item Total Statistics
Variable

N

Maximum

Mean

76
76

Minimu
m
1
1

4
3

1.99
2.02

Standard
Deviation
.566
.461

Staff Subscale
Student Development
Subscale
Curriculum Subscale
Communication and
Community Subscale
Vision Subscale
Leadership Subscale

76
76

1
1

3
3

2.00
2.13

.438
.453

76
76

1
1

4
3

1.98
2.08

.582
.403

MLQ Idealized Attributes

67

1

4

2.50

.865

MLQ Idealized Behaviors

67

1

5

2.57

.962

MLQ Inspirational
Motivation
MLQ Intellectual
Stimulation
MLQ Individualized
Consideration
MLQ Contingent
Rewards
MLQ Management by
Exception – Active
MLQ Management by
Exception - Passive
MLQ Laissez-Faire

67

1

5

2.22

.929

67

1

5

3.04

1.015

67

1

5

3.09

.972

68

1

5

2.68

.951

66

1

5

3.36

.790

67

2

5

3.77

.763

66

2

5

3.73

.935

MLQ Exceeds
Expectations
MLQ Effectiveness
MLQ Satisfaction with
Leadership
Transformational

66

1

5

2.60

1.095

66
66

1
1

5
5

2.32
2.57

.885
1.081

68

1

5

2.69

.861

Passive Avoidance

67

2

5

3.75

.764
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The inter-item correlation matrix can be found in Table 32. The inter-item
correlation examines transformational leadership, transactional leadership, and passive
avoidance leadership with the six subscales of the new comprehensive measurement of
school climate. Transformational leadership item-total correlations as it relates to the
new comprehensive measurement of school climate subscales range from .473 to .766,
all of which were statistically significant. All item total correlations in this subscale
were considered strong and positive, indicating high reliability. Transformational
Leadership item total correlations as they relate to the new comprehensive measurement
of school climate subscales range from .037 to .279*. A correlation is evident in each of
the six subscales of the new comprehensive measurement of school climate, however,
the correlation is weak. Passive Avoidance Leadership item total correlations as they
relate to the new measure of school climate subscales range from -.326** to -.617. Data
suggests that there is a negative correlation between a positive school climate and
passive avoidant leadership

Table 32: Leadership Inter-Item Correlation Matrix
Variable
1. Transformational Leadership

1.
------

2.

2. Transactional Leadership

.027

------

3. Passive Avoidance Leadership

-.695**

.162

------

4. Staff Subscale

.776**

.001

-.617**

------

.685**

.279*

-.516**

.761**

------

6. Curriculum Subscale

.635**

.164

-.481**

.749**

.825**

------

7. Communication and Community Subscale

.763**

.037

-.603**

.791**

.766**

.718**

8. Vision Subscale

.473**

.109

-.326**

.699**

.596**

.562** .551**

9. Leadership Subscale
.581
.156
Note. ** Correlation is significant at the 0.01 level (2-talied).
* Correlation is significant at the 0.05 level (2-talied).

**

**

**

5. Student Development Subscale

**

3.

-.326

4.

.464

5.

6.

.485

.466

7.

**

8.

9.

-----**

.614

-----.479**

------
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CHAPTER FIVE
DISCUSSION
This study was designed to examine the psychometric properties of a new
measure of school climate. Additionally, perceived leadership styles by teachers were
examined to see how leadership styles impact school climate. The remainder of Chapter
5 looks at the finding for each of the two research questions, along with the three
supporting hypotheses. Additionally, study limitations and areas for future research are
discussed. The remaining portion of Chapter 5 discusses implications of this study’s
findings for uses of the new comprehensive measurement of school climate and the
relationship between school climate and perceived leadership.

New Comprehensive Measurement of School Climate
Research Question 1 asked, “What are the psychometric properties of a new
comprehensive measure of school climate?” In my hypothesis, it was predicted that all
subcategories of the new measure of school climate would be valid and reliable.
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In order to test Hypothesis 1, I first utilized subscale means to analyze minimum
range, maximum range, mean statistic, and mean standard deviation in each of the six
subscales. Following the subscale means, inter-item correlations were run in each of the
subscales. Corrected item total correlations and Cronbach’s alpha if item were deleted
were utilized to determine if any survey items need to be deleted. Finally, reliability
statistics were utilized to determine the Cronbach’s alpha and Cronbach’s alpha based
on standardized items. Each of the six subscales had Cronbach’s alpha internal
consistency measures in the acceptable, good, or excellent range.
The internal consistency measures indicate that the new comprehensive
measurement of school climate would be an ideal tool to use if one is following the
definition of school climate given by the National School Climate Council (2007). The
instrument itself examines the patterns of people’s experiences of school life; reflects on
norms, goals, and values; records the impact of interpersonal relationships; and
identifies teaching and learning practices and organizational structures. The new
measure of school climate takes into consideration the social, emotional and physical
safety of staff members.
Study results indicate that the Cronbach’s alpha for internal consistency in the
student development subcategory was a = .852, which is considered to be good. In the
subscale of curriculum, the a = .868. This too, is considered to be good. The
Cronbach’s alpha for the Communication and Community Subscale is acceptable at a =
.786. The Staff Subscale has an a = .935. In terms of internal consistency, this is
considered excellent. The Vision Subscale has an a = .896. The internal consistency of
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this subscale is considered to be good. Finally, the Leadership Subscale has a
Cronbach’s alpha of a = .929. The internal consistency of this subscale in considered to
be excellent. Overall, two subscales have internal consistency considered excellent,
three subscales have internal consistencies identified as good, and one subscale has an
internal consistency that is considered acceptable (Santos, 1999).

Principal Leadership Behaviors and School Climate

The second research question asked what were the associations of school climate
and leadership style. The second research question had two hypotheses. The second
hypothesis suggested that principal transformational leadership behaviors will relate
positively to higher levels of school climate. The third hypothesis suggested that
principal transactional leadership behaviors will relate negatively to levels of school
climate.
This study supported the second hypothesis, indicating that principal
transformational leadership will relate positively to higher levels of school climate. The
inter-correlation matrix between transformational leadership behaviors and all six
subscales of the new comprehensive measurement of school climate exhibited
significant correlations. The Vision Subscale had the lowest correlation with
transformational leadership at r = .473. The Staff Subscale had the highest correlation
at r = .776. Both correlations were statistically significant.

111
Griffith (2004) looked to establish correlations between the principal’s
transformational leadership style and school climate conditions. Findings indicate that
the principal’s transformational leadership style has a strong relation to school climate.
Results of my research confirm Griffith’s findings. Additionally, schools with perceived
transformational leaders were more satisfied with their job conditions. This too was
supported in my research.
Bulach et al. (1998) suggested that teachers’ perceptions of teacher-principal
interactions contributed to shape a positive school climate. Results of this study support
that claim. In my study, it was proven that as transformational leadership behaviors
increased, positive school climate conditions increased as well. Kelley et al. (2005)
concluded that the behaviors exhibited by the principal are directly linked to the school
climate.
Leithwood and Jantzi (2006) also indicated that transformational leadership
impacted teacher motivation. In their work, they concluded that transformational
leadership had a strong influence on teachers’ work settings and motivation. The work
of Leithwood and Jantzi was confirmed through my study. The works of Marks and
Printy (2003) would also corroborate these claims.
Hypothesis 3 indicated that as transactional leadership behaviors increase, school
climate would be effective negatively. This hypothesis was not supported. Research
conducted showed a slight correlation between transactional leadership style and the
Student Development Subscale. There were no negative correlations between
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transactional leadership style and any of the six subscales of the new comprehensive
measurement of school climate.
There are a number of reasons that I believe that this hypothesis was not
supported. First and foremost, I believe that transactional leadership showed a higher
correlation with the Student Development Subscale because the administrators that are
directly responsible for questions in this area may tackle student discipline issues
differently than I would. Because I was split between two buildings, discipline details,
consequences, and communication may have varied by campus. There may have been
more follow-through at the elementary building than the middle school building because
a majority of my time was spent at the elementary campus.
Additionally, teachers often do not agree with the discipline that is handed down
from the administrative team. In terms of second-order change, administrators often use
outside-the-box thinking and new methodologies to curb or prevent student behavior
issues. Teachers, however, often believe in black-or-white responses to discipline.
Seeing that correlations existed, although weak, between transactional leadership
and the six subscales of the new comprehensive measurement of school climate,
additional information on the demographics of respondents would help dissect why the
correlations exist. One thought behind that may be found in the number of years that the
educator has been in the profession or the time that they have had in the building.
Teachers who are more prone to first-order change may have responded accordingly on
the MLQ Form 5X.
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My research also provided additional findings that were not proposed in this
study. Negative correlations emerged for laissez-faire leadership style with each of the
six subscales of the new measure of school climate. Correlations ranged from r = -.326
in the subscales of vision and leadership to r = -.617 in the Staff Subscale. The findings
would support the work of Bass and Avolio (1994), which indicate that laissez-faire
leadership styles do not positively impact school climate.

Strengths

There are a number of strengths associated with this study. One of the most
important strengths involved the five years of prior data and work that went into creating
the new comprehensive measurement of school climate. Utilizing subject-matter experts
in the refinement of the tool only strengthened the instrument. Having multiple
stakeholders involved over the years helped create a dynamic instrument and study. The
commitment of the stakeholders to serve as subject-matter experts helped provide
meaningful feedback to create a valid and reliable document.
Another strength of the study was the district in which the study took place.
Having proctored the survey in the same district over multiple years built trust in the
instrument, subject-matter experts, and researcher. The participants in the study
understood the importance of the survey results and had seen how those results were
used to impact student achievement and building-level conditions.
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The addition of the MLQ Form 5X also strengthened the study. Because I was
the principal at both buildings, the target of the ratings was held consistent across both
buildings. Core values, expectations, and non-negotiables were consistent with all
participants.

Limitations
This study adds to the body of research that currently exists on school climate
and on how leadership impacts school climate, but there are limitations to the study as
well.
First and foremost, the sample size for the study was 77 participants. Seventysix participants completed the new comprehensive measurement of school climate,
while 68 participants completed the MLQ Form 5X. Eighty-six participants received
invitations to participate in the research. Because of the sample size, a larger sample
may provide more robust evidence to support the findings. Additionally, because the
participants were all from the same school district, there was not much diversity in the
areas of race, gender, or school setting (rural, urban, and suburban).
Survey fatigue may have also played a role in the drop-out rate once participants
had the opportunity to opt out of the survey. On average, it took approximately 37
minutes to complete the new comprehensive measurement of school climate. At the
conclusion of that survey, participants had the option to continue to the leadership
survey or opt out of the study. Of the 76 participants who completed the new
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comprehensive measurement of school climate, 68 completed the leadership component.
The amount of time required to complete the first survey may have impacted
participants’ desire to continue to the second instrument.
Another limitation to the study may have been impacted by the researcher being
employed in the same district that the study was completed in. Personal relationships
between participants and the researcher may have affected the desire to participate in the
research or opt out.
Similarly, because all participants were from one school district, generalizability
of my findings is suspect. School climate is something that is highly dependent upon
local context. While study results are internally valid to draw conclusions and make
decisions within the district where the study was conducted, further research needs to be
done to establish the external validity of my findings.

Future Directions

Future studies completed using the new comprehensive measurement of school
climate may want to assess additional demographic descriptors to provide further
analysis on target subgroups. For instance, the only descriptor included in the research
was the building in which most of their work was completed. Additional research
should include gender or race descriptors. Additional descriptors such as number of
years in the district, number of years in teaching, or highest level of education could
provide additional information and bolster external validity.
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The research conducted on the new comprehensive measurement of school
climate strictly reflected on the quantitative items on the instrument. Additional
research might be included to examine the qualitative components of the survey to
determine reliability and validity.
Future studies may also examine principal leadership style and the impact that it
has on school climate, compared to the perceived leadership styles on behalf of the
teacher. The study itself only took into consideration teachers’ perceptions of principal
leadership. I did not complete the MLQ Form 5X to assess my own leadership style.
Having the principal complete the MLQ Form 5X will give an individual valuable data
on one’s leadership style. Additionally, the principal may utilize that information to see
how her or his leadership style impacts school climate.
Additional studies may also focus on the inter-item correlation between
transactional leadership style and the Student Development Subscale. Transactional
leadership style showed a strong correlation at .279* with the Student Development
Subscale. Furthermore, the correlation between laissez-faire leadership and the school
climate measurement could be explored in more detail.

Intended Audience

The intended audience for this research is building-level leadership, district-level
leadership, and school boards. This research may also help other researchers interested
in the impact of leadership and school climate.
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In terms of building-level leadership, principals may want to utilize this research
to determine how their leadership style is impacting the teachers and staff in their
buildings. Use of the new comprehensive measure of school climate will give principals
a valid and reliable pulse on the climate of their building. School climate information
will allow leaders to formulate school improvement plans to maximize student
outcomes.
At the district level, superintendents and other central office staff members may
want to utilize the new measure to gauge how the district is operating from a broader
view. The new measure allows superintendents to take a snapshot of the conditions of
the district as a whole, yet it is designed to be utilized at the building level to better
understand the specific needs of teachers in a particular building. As a whole, my
research and the measure may also be used to develop a system of utilizing school
climate data in the principal-evaluation model.
School boards may also benefit from the research presented. In its current
structure, the school climate instrument allows respondents an opportunity to comment
on each individual item. Comments received from the participants may help board
members better understand school climate conditions in their particular buildings. The
use of research may help local school boards allot funding more purposefully in their
annual budgets. The research has also been used to help districts strive to meet the
mission and vision of their districts.
Last, other researchers interested on the impacts of principal leadership on school
climate may find the research beneficial. This research would be most beneficial for

118
those interested in the impact of transformational leadership on school climate. The
research itself clearly indicates that as the trajectory of transformational leadership goes
up, the trajectory of school climate follows suit. Researchers also interested in
transitional leadership and laissez-faire leadership may also benefit from utilizing this
research.

Permanent Products Produced

There are a number of permanent products that can be produced once the new
school climate measure has been administered to teachers. Products include a working
figures document, composite figures document, executive summary, composite
historical outlook, and building action plan template. Each of the final products
produced will be discussed below.
The first product that is produced is a working figures document. The working
figures document can be seen in Figure 1. The working figures document is used to help
produce the executive summary. Upon the completion of the survey, data are plugged
into their corresponding question set. Data fall into the categories of Strongly Agree,
Agree, Disagree, and Strongly Disagree. The next column adds the four categories
together to ensure that the data inserted into the document totals 100%. The next two
column total the Strongly Agree and Agree columns into one percentage and the
Disagree and Strongly Disagree into one percentage. A status is provided based on the
results of the Strongly Agree / Agree column. Figures that are 80% and above are
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considered a success. Figures below 80% are considered a risk. Figures are provided at
the district level as well as the individual buildings.

Figure 1: Working Figures Document

The data that are placed into the working figures document are used to produce
the executive summary. The executive summary is the formal document that is
presented to the Board of Education. A sample executive summary is found in
Appendix B. The executive summary can also be seen in Figure 2 below. The executive
summary only included data from the district level. The executive summary included a
summary of the importance of school climate, description of the process used to gather
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data, table of contents, data in the form of bar graphs, a composite summary, and a
highlight of areas in which the district is excelling. Comments collected during the
proctoring of the survey are not included in the executive summary. In fact, it is
suggested that the word “comments” should not be used during open session of board
meetings. It is the recommendation of the researcher to provide comments to board
members only during closed session.

Figure 2: Executive Summary
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The third final product is created during the second year of the proctoring of the
survey. The document is a composite figures document (Figure 3). The composite
figures document gives the district a year by year breakdown of increases or decreases in
specific questions. With the document, districts are able to see how figures have
changed by proctoring year. Figures are placed into the categories of Strongly Agree,
Agree, Disagree, and Strongly Disagree. As in the prior figures document, the next
column is a total column to guarantee data were placed into the document correctly. The
next two columns combine the Strongly Agree and Agree into one percentage and the
Disagree and Strongly Disagree into one percentage. Each of the questions is either
given the status of success or risk. Figures above 80% are given the status of success.
Figures below 80% are given the status of risk. The next column tells the district if the
items increased or decreased from the previoius year. Increases are indicated in a green
shade. Decreases are indicated with a red shade. The last two columns indicate the
Agree and Disagree difference from the previous years. Districts are provided figures
from a district standpoint. Figures are also provided for each individual building.

Figure 3: Composite Figures Document
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The next document produced is the historical composite summary. The
historical composite summary is similar to the Executive Summary; however, the
historical composite summary includes all data from previous years in graph form. The
first set of graphs provided include bar graphs that show data collected from previous
years. Graphs include perspectives from the district level and individual buildings. A
second graph projects future results based on the data gathered. Projected forecasts are
provided at the district level and for individual buildings. The document also contains a
page for historical references. The historical references map changes to the survey
items, important notes, and indicators from individual building action plans. Examples
from the historical composite summary can be seen in Figure 4 – Figure 6 below. Figure
4 provides information at the district level and at each of the building levels for all years
of the proctoring. Figure 5 indicates any pertinent notes about the survey items for
historical reference. Figure 6 shows an item that has been changed over the years. The
data from that item has been archived in the historical composite summary.

Figure 4: Historical Composite Summary
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Figure 5: Historical Composite Document Yearly Notes
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Figure 6: Historical Composite Document Archived Question
The final document provided to districts is the building action plan template.
The building action plan template is used to facilitate improvement in question areas for
individual buildings. Prior action plans have been required for individual building areas
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that are below 65%. The individual building is required to set SMART goals to address
areas of improvement. In May of the proctoring year, each individual building is
reassessed on the growth that has been made in target areas. Individual building
committees then review the data to see if the SMART goal is making progress or if the
goal needs to be redeveloped. It is the recommendation of the research for buildings to
focus on no more than three goals during the school year. An example of the building
action plan template can be found in Figure 7.

Figure 7: Building Action Plan Template
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Adaptability of the Survey

The new school climate measure can be easily adapted to any school district that
is looking for a quality survey to help diagnose the climate of their buildings or district.
In its current form, the new school climate measure can simply be modified to fit any
district.
In most cases, a simple district name change may be all that is necessary to meet
the needs of the district. In its quantitative form, the demographic information may be
updated to reflect the needs of the district. For instance, the district may want to see a
building-by-building breakdown of data. Therefore, participants would be required to
select the building where most of their work is done. Additional demographic
information can be requested by the district. Some of this information may include
number of years in the district, number of years in the profession, highest degree
attained, gender, etc.
A subsection of the new school climate survey requires participants to select
areas for continued professional development or training. Based on the needs of the
school district, these items can be easily tailored to the specific constructs of the
participating district. Some examples of continued professional development or training
may include reading across content areas, integration of technology in the classroom,
effective guided reading practices, PARCC testing, utilizing data in instruction, and
accommodations and modifications for special education students.
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Each of the quantitative questions also gives participants the opportunity to
elaborate on their thoughts about the item. The ability to give participants the
opportunity to respond in written form may help the district or building identify
strengths or areas of improvement in certain domains. Analyzing the feedback from
staff may provide further insight to help fuel continuous improvement. Based on the
needs of the district, this option can remain on the survey or be easily removed.
The new school climate survey also has a qualitative portion to further help
building and district leaders promote continuous improvement. Survey items that
appear on the qualitative portion may include: What is the most rewarding part of your
job? What is the most challenging part of your job? List three positives about the
working environment in your building. List three areas of concern about the working
environment in your building. Share any other comments, questions, or concerns with
the Board of Education. Additional qualitative items can be added or removed at the
request of the specific districts proctoring the survey.
The new school climate survey should be considered by any district looking to
measure school climate. The adaptability of the document surpasses many of the
mainstream surveys that are currently used throughout the United States. Because the
survey instrument can be tailored to meet the current and specific needs of a district, it
gives a district the tools to make continuous improvements. Additionally, the survey
was created by a current practitioner in the public school system.
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Other Uses

Not only can the new school climate be used to measure schoolwide conditions,
the measure can also be modified to be used in the principal-evaluation model. The
subscales that are developed in the new school climate measure can be easily formatted
to match up with the subscales in the principal-evaluation model.
The principal-evaluation model includes the six subcategories of living a mission
and vision focused on results, leading and managing a system change, improving
teaching and learning, building and maintaining collaborative relationships, leading with
integrity and professionalism, and creating and sustaining a culture of high expectations.
These six categories are closely related to the six subscales of the new school climate
measure.
If a school district is looking to utilize the questionnaire as an evaluative
measure, items found in the survey could be rearranged from their current structure to fit
the needs of the principal-evaluation model. For instance, the subcategory in the
principal-evaluation model, living a mission and vision focused on results, can be
closely linked to the subscale of vision in the new school climate measure. Likewise,
the same could be said about improving teaching and learning and building and
maintaining collaborative relationships. Small adjustments in verbiage could make the
new school climate measure a staple in the principal-evaluation model. Overall, there
are a number of items in each of the subcategories that could be utilized to help assess
principal effectiveness as it relates to school climate. Not only could data received from

131
the measure help school conditions, it can also help leaders develop the skills necessary
to be effective practitioners.

Concluding Remarks

In conclusion, based on the results of this study, it appears the new
comprehensive measure of school climate is both reliable and valid. This new measure
can be used to assess school climate conditions to improve student achievement and
workplace conditions. Additionally, leaders who display transformational leadership
styles to promote second-order change in their buildings have a more positive school
climate; ss the transformational behaviors go up, the building experiences higher levels
of positive school climate. Study findings suggest that leaders can implement secondorder change in school systems and maintain positive school climates.
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Appendix A
NEW COMPREHENSIVE MEASUREMENT OF SCHOOL CLIMATE
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